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Abstract
PREDICTING ACADEMIC SUCCESS USING GRIT AND ACADEMIC RESILIENCE
IN COLLEGE FRESHMEN
Julianna Boyle
Thesis Chair: William Sorensen, Ph.D.
The University of Texas at Tyler
May 2021
Background: The purpose of this study was to determine if there are other factors that
could predict academic success. Specifically, is there an association between Grit and
Academic Resiliency prior to the start of a semester and academic success (defined by
GPAs) in college freshmen. This study also explored students’ experiences of high
school, effects from the COVID-19 pandemic, perception about their journey through the
beginning of their College freshmen year, and perception about success.
Methods: A mixed methods design was used. A quantitative survey was emailed to all
incoming UT Tyler Freshmen students prior to the Fall 2020 semester, collecting basic
demographic information and Grit and Academic Resiliency scores. The qualitative
component consisted of a randomized subgroup that participated in 1-2 interviews
through Zoom meetings.
Results: For the Quantitative results, Grit scores had a significant association based on
student’s major, and the best predictor in determining a student’s level of Grit and
Academic Resiliency was their career path/major choice. Whereas the best predictor for
academic success, defined as having a GPA of at least a 3.00, was the number of credit
hours a student took. Students who took at least 13 or more credit hours during the Fall
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2020 semester were 2.6 times more likely to have a higher GPA (at least a 3.00 or
higher). The qualitative results determined that the detailed interviews provided insight to
how Grit and Academic Resiliency can be applied based on participants encounters and
perceptions of challenges during life, and how this could be applied towards future
success. The current COVID-19 pandemic has heavily impacted current students. Even
though students knew higher education would not occur in the traditional manner,
students still decided to push through and take on the challenges that were associated
with the challenges of the pandemic. Despite knowing higher education would not be or
look the same, they still persisted toward their goals. The COVID-19 pandemic has
served as a learning experience for students, that is, even though there were changes and
challenges, students still continued on in the hopes of both continuing their education
needs and reaching their future goals.
Conclusion: Participants of this study have encountered a traumatic event this year
(COVID-19 Pandemic), suggesting there is a higher prevalence of mental health issues
among college students than average. While Grit and Academic Resiliency were not
significant predictors for academic success, they can still be useful skills for current and
future students to navigate challenges faced in their academics. Future research can
include developing Grit and Academic Resiliency education modules in K-12 education
and evaluating them.
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Chapter 1
Introduction and General Information
Background
College enrollment continues to increase, leaving many freshmen who are underprepared and are unable to manage the high demands and rigor that college courses require
(Moore et al., 2010). In 2017, approximately 2.9 million students graduated from high school,
and 67% (1.9 million) enrolled in undergraduate programs post-graduation. Nearly 44% of these
high school graduates enrolled in a 4-year institution and about 23% in a 2-year institution
(National Center for Education Statistics, n.d.). As the high school graduation rates continue to
increase, so does the immediate college enrollment. In a 2018 report, nearly 44% of high school
completers immediately enrolled into a 4-year institution and 26% enrolled into a 2-year institute
immediately following completion. From 2000 to 2018, the immediate enrollment for high
school graduates increased from 63% to 69% (“U.S. Department”, 2019). Research has
suggested there is an educational and emotional gap in students during the transition from high
school graduation to the freshmen year of college. Based on the decline in both SAT and ACT
exam scores, not all high school graduates are meeting the recommended scores needed to be
described as “college ready” or “being successful” in college level courses. According to the
2019 National ACT scores, high school students are continuing to struggle in subject areas that
are essential for later success based on the core subject matter of the ACT, which includes
English, math, reading and science (Campbell, 2019). This leaves students vulnerable and less
able to cope with academic related challenges and setbacks, and increases their risk of
experiencing mental health issues (Mackenzie et al., 2011) and lower academic performance
(Komarraju et al., 2013) throughout their college career.

Throughout their high school years, students are encouraged to participate in extracurricular activities, which can include clubs, sports, or the arts. Whether a member of a club, an
athlete, a musician, or a participant in other kinds of activity, individuals learn and develop skills
fostered by these programs. Their schedules may be intense. For example, an elite gymnast trains
an average of 40-45 hours per week while also maintaining his or her education schedule.
Though some athletes are homeschooled to allow flexibility in their schedule, most athletes
attend public school which can cause additional time demands and difficulties attaining balance
between his or her academics and training schedules. Athletes are expected to push themselves
physically and emotionally toward some sort of goal (i.e., certain competition, scholarship, or
just for the love of excelling at their chosen sport). Athletes are often described as “resilient” and
“gritty” for their dedication and perseverance despite setbacks and failures, but similar words can
be applied to musicians. Musicians practice day in and day out to improve their skills to be
perceived as the very best. They listen to the words of coaches and mentors but also develop selfdiscipline to strive and be successful musically. The words “try again” and “keep going” are
instilled in both athletes and musicians. They are both faced with periods of failure and success,
despite countless hours of practice and performance through adversities. High school athletes,
musicians, and other students involved in extra curriculars have to be self-motivated and
disciplined to manage their schedules between practice, competition, and their academic
achievement. This balance can be taxing and stressful, yet they persevere.
However, the transition from high school to college can be a stressful time physically,
mentally, socially, and emotionally for high school graduates. For some, they are further away
from home, could be financially independent for the first time, and perhaps no longer have an
immediate support system of friends and peers. In addition, students are faced with the stressors
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of meeting new people, developing new and autonomous routines, and making solely
independent decisions. While attending high school, students were more accustomed to the set
routine established by their schools and their parents. Academically, they were expected to
attend classes daily and complete required classroom and homework assignments, while living
under the rules, set structure, and expectations imposed on them by their guardians.
However, for new college students, there is more freedom both socially and
academically, in comparison to high school expectations. For most incoming freshmen, they are
experiencing the more traditional college living experience by living on their own for the first
time even if that means living in a dorm. While some public and private universities require
incoming freshmen to live on-campus, others make it optional for their students. However, for
most incoming freshmen university students, they choose to live on campus either through
university dorms or university owned private housing. Living on campus provides a unique
opportunity for students to become more accustomed with their university environment and is
often lightly supervised by an upperclassman and regulated with alcohol/drug related policies.
They have more opportunities to be “plugged in”, closer to university resources, and build a
sense of community within University, while at the same time exploring the novel freedoms and
responsibilities of becoming an autonomous adult.
Academically, the “structure” of college academics is freer than a high school
environment. Students are now offered the opportunity to pick and choose courses that fit their
respected major or interests and are allowed to determine the set number of hours to take each
semester within limits of financial aid or other constraints. They are expected to take on the
responsibilities and workload that the courses require. In comparison to high school, college
students no longer have the immediate influence over their courses from teachers. They are
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expected to take the initiative of developing qualities of self-motivation, self-discipline, and time
management skills. While most college courses can have an attendance policy that can greatly
alter a student’s ending grade, attendance to some may be voluntary or not monitored. College
students are forced to find a happy medium of making decisions for themselves while trying to
succeed academically, which could lead incoming freshmen more vulnerable to experiencing
educational failure (Hoffman et al., 2008). While the first priority of college students should be
their academics, when students are not performing to their expectations or the expectations
pressured upon the student from outside pressures, they are more susceptible to depression, other
mental health disorders (Ahmed, 2015), and engaging in riskier behaviors (tobacco and alcohol
use, unwanted sexual encounters, and emotional abuse) (Mackenzie et al., 2011).
High school students are often encouraged to get involved in some form of
extracurriculars as mentioned earlier. Students who are involved in something outside of
academics are encouraged and taught to strive towards some kind of goal. Whether this is
practicing for a performance, winning a game, being a member, or showing up and performing to
the expectations of other, it offers individuals the opportunity to strive toward an objective and
persevere through challenges. Through these activities, individuals are taught self-motivation,
which allows individuals to learn to develop short term goals that later evolve into long-term
goals. For example, students who have a job outside of high school foster discipline and timemanagement skills. Balancing work and school can be challenging, but those who persevere and
find the happy medium can be successful in both endeavors. Similar qualities are seen in
athletes. For example, Brandon Burlsworth was a football player at the University of Arkansas
who was a two-time All SEC team offensive guard, first team all-American, and even an NFL
draft pick. However, out of high school, Burlsworth did not have the “pro-level” innate talent for
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football, and was actually a walk on at the U of A. He started out as a redshirt athlete (refer to
definitions section for “redshirt” term) and was physically unfit to play for the razorbacks, but
despite this, Burlsworth put in countless hours of effort and persisted to achieve his goal of
earning a full ride scholarship to Arkansas (Hagood, n.d.). He had the passion for the sport and
the perseverance to challenge himself, and it instilled a solid work ethic aimed at the goal of
attaining a full-ride scholarship. In this light, Brandon Burlsworth could be described as someone
who was “gritty”. He persevered and continued to push himself despite the challenges he
encountered, all in hopes to achieve a full ride scholarship from the University of Arkansas.
Burlsworth “effort” is what set him apart from other walk-ons and naturally gifted athletes.
Effort too can be described as a desirable quality towards academic achievement.
Throughout the high school experience, there are several milestones students may wish to
achieve. Among these are graduating from high school, pursuing a college degree, or potentially
entering the workforce. Those students who choose to pursue a college degree, hope to become a
qualified applicant for degree-required professions. They study throughout high school in hopes
of acquiring the needed grades, passing the required entrance exams, and receiving acceptance
into an undergraduate program.
Problem Statement
Although both ACT and SAT scores are important requirements for entering college,
some students are able to bypass this requirement depending on their class rank. If students fall
in a certain percentage of their graduating class, they can be exempt from taking these college
readiness exams. Despite their perceived academic success, students who do not take these
exams may not be “college ready”, as each high school holds different standards and
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expectations of course work and precedence on academia, and therefore may experience greater
difficulty adapting to college life and the transition to college level coursework.
In this study, Grit and Academic Resiliency was used as a means for predicting incoming
freshmen’s academic success. While Resiliency and Grit have been studied as measures to
determine one’s ability to overcome and cope with challenges and adversities, in this study,
resiliency was viewed from an academic standpoint. Academic Resiliency was defined as a
student’s ability to recognize and overcome acute to chronic academic challenges that one may
experience during their first year of college (Martin, 2013), and grit was defined as one’s passion
and perseverance toward long term goals (Duckworth et al., 2007).
Purpose
The purpose of the study was to determine if there is a correlation between an incoming
freshman student’s Grit and Academic Resiliency score prior to the beginning of the fall
semester and academic success at the end of the first semester (Defined by higher GPAs).
Research Questions
1. Do students with lower scores in Grit and Academic Resiliency experience academic
hardships in the form of a lower GPA in comparison to their peers?
2. Can a valid and reliable tool be created and used to predict a student’s academic success
prior to the start of the freshman semester?
Definitions
1. Immediate College Enrollment: percentage of high school graduates who enroll in 2- or
4-year college programs in the fall immediately following high school completion
(National Center for Education Statistics, n.d.)
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2. College Readiness: level of preparation a student needs in order to enroll and succeed,
without remediation, in a credit-bearing general education course at a postsecondary
institution that offers a baccalaureate degree or transfer to a baccalaureate program
(Conley, 2008)
3. Academic Resiliency: student’s ability to recognize and overcome acute and chronic
academic challenges (Martin & Marsh, 2008)
4. Grit: passion and perseverance toward long term goals (Duckworth et al., 2007)
5. Redshirt: refers to someone who is enrolled full-time at a school but does not play for an
entire academic year for the sole purpose of saving a season of competition. A redshirt
does not play in any college games or scrimmage in a given sport for an entire academic
year, even though that student is otherwise eligible. If you do not play in a sport the entire
academic year, you have not used a season of competition (“Transfer Terms”, 2015)

The next chapter will describe past literature on these topics.
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Chapter 2
Literature Review
Introduction
Academic success is one of the main goals of many college students, and especially
incoming freshmen. However, more students are entering college under prepared, exposing them
to a higher risk of academic failure in their first semester. Although there has been research
identifying key constructs that make up a successful student and research done on different ways
to measure student success, little research approaches measuring such success from a proactive
standpoint and especially prior to the start of college. Most research attempts to understand how
students will succeed are based on experiences they have, instead of trying to evaluate the skills
of students at the beginning of their college career. Students who are prepared and possess the
academic skills needed (i.e. personal management, motivation, organization, proper study habits,
perseverance, etc.) are more likely to succeed in college (Asamsama et al., 2016).
Four main concepts will be explored through this chapter: ACT and SAT expectations,
Grit, Resiliency, and Academic Resiliency.
ACT and SAT Expectations
While ACT and SAT exam scores in conjunction with high school GPA are used as
admission requirements into many colleges as a measure to assess college readiness and predict
college success (The SAT and Higher Education, 2020), they may not be the best measure for
predicting college preparedness. The ACT benchmarks correlate with a minimum ACT test
scores required for students to have a reasonable chance of academic success in the first year.
There are six ACT benchmarks that link to success in specific college courses or a combination
of courses. For example, students should score a minimum of an 18 on the English section of the
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ACT to have some success in English Composition I. A full list of the ACT and SAT college
readiness benchmarks can be reviewed in Appendix A. Reasonable chance of success is defined
by a 50% chance of earning a B or 75-80% chance of earning a C or better in college related
course(s). Based on information from “The Conditions of College”, of the 2019 high school
graduates, only 37% of the graduating class met three of the four core ACT academic readiness
benchmarks, in comparison to the 38% of graduates from 2018 (“The Conditions of College…”,
n.d.). In graduates of 2019 compared to 2018, 36% met none of the ACT benchmarks in
comparison to graduates in 2018 (35%).
SAT college readiness benchmarks are established by a 480 score on the evidence-based
reading and writing portion (EBRW) and a 530 score for the math portion. Students SAT scores
are also coded in three colors: Green, Yellow, or Red. Each color informs students of their
performance on the test scores in comparison to students who are on track for college readiness.
Green indicates students have met or exceed the benchmark, yellow indicates students are
approaching the benchmark, and red indicates students need to strengthen their skills. Students
who meet the SAT benchmark(s) have a 75% chance of achieving at least a C in the
corresponding course(s) (SAT Results, 2019). According to research of the 2019 graduating
class, 30% did not reach any of the benchmarks in comparison to the 2018 graduates (27%). The
establishment of both ACT and SAT benchmarks help pinpoint students’ strengths and
weaknesses academically and offer an estimate of college readiness and success based on score
performance. Research suggests that there is a higher rate of college freshmen students who are
not prepared for college level coursework based on ACT and SAT benchmarks (“Conditions
of…”, 2019).
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Grit
The idea of Grit has been present for decades in research. Galton (1869) determined that
achievement was possible due to ability (intelligence) and character qualities including “zeal”
and “the capacity for hard labor”. These character qualities relate with the Duckworth et al.
(2007) construct of Grit which is composed of two traits, perseverance and passion. “Grit entails
working strenuously toward challenges, maintaining effort and interest over years despite failure,
adversity, and plateaus in progress” (Duckworth et al., 2007). Individuals who are “grittier” are
likely to work harder and longer, be more actively engaged, more focused, and persist despite
setbacks or challenges (Bazelais et al., 2016; Hogan & Larkin-Wong, 2013). Bazelias et al.
(2016) were trying to examine whether grit is associated with academic performance in a select
group of students, pre-university science college students. The 12-item Grit scale survey was
developed by Duckworth, to determine a student’s level of grit. While Hogan and Larkin-Wong
(2013) used the grit scale survey to test grit among women in law compared to their male
counterparts.
Grit and Academics
Much of the research investigating the relationship between grit and academics is in the
health professional sector. Many studies involve more highly motivated students including future
pharmacists, nurses, and doctors. One study of 724 pharmacy students investigated the two
constructs of grit: Consistency of Interest (passion) and Perseverance of Effort (perseverance).
The authors reported a significant difference among these students: Higher construct scores for
grit were seen in students who had a GPA > 3.5 compared to those with a GPA lower than 3.5.
Grit score as a whole was a significant predictor of a GPA > 3.5 in pharmacy students (p < .001),
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when controlling for age, gender, race, and previous degree. Students who performed poorly as
defined by, lower grades and lower GPA, had lower grit scores, in comparison to the high
achieving students (Pate et al., 2017). Stoffel and Cain (2018) conducted a literature review,
reviewing grit within health professions education and found four positive connections between
grit and health professional success. These connections were identified in pharmacy students,
residents and practitioners, and nursing students. For the pharmacy related professionals, grit was
associated with success (higher academic performance) while nursing students had an
association with positive coursework engagement. The researchers suggest that grit could serve
as a protective factor for future health professionals to better cope with stressors and succeed in
difficult education program such as pharmacy programs.
Another study suggests there could be a relationship between grit and academic
outcomes. When grit was divided into subscales of interest and effort, and analyzed with
engagement and academic productivity, there were positive associations. Higher levels of effort
led to higher scores in productivity, which may help explain the improved academic outcomes.
The effort scores of the participants had more direct associations to productivity and engagement
in comparison to interest, which adds to Duckworth’s suggestion that the power of effort counts
twice. The researchers also found that students who were the first in their families to attend
university showed higher levels of grit, and especially effort. Those with the higher levels of grit,
and especially effort, had improved academic outcomes and greater levels of both engagement
and performance within university settings (Hodge et al., 2018).
Despite the plethora of research done with current and future health professionals,
researchers from The University of Mississippi examined the relationship between grit and
academic success among at-risk and non-at-risk students. At risk students were defined as having
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less than a 2.00 cumulative GPA, while non-at-risk students, and academically had a cumulative
2.00 GPA or greater. A total of 252 participants were included, 42.5% were considered at-risk
and 57.5% considered as non-at-risk. The 12-item Grit questionnaire was used to determine grit
scores. Researchers found that academically at-risk students had lower grit levels compared to
their peers who were non-at-risk, indicating that academically at-risk students were less gritty in
comparison to students who were not academically at risk (p < .05) (Reysen et al., 2019). Results
from this study were similar to Duckworth et al., (2007), which concluded that grit was
associated with cumulative GPA among ivy league undergraduates. The grittier students had
higher GPAs in comparison to the less gritty (r=.25, p<.01).
Resiliency
Resiliency has been defined, interpreted, and applied in diverse ways in research. It has
been used to test psychological hardiness (Bartone et al., 1989), measure resiliency attitudes
(Hurtes & Allen, 2001), assess individual resiliency (Wagnild & Young, 1993), psychological
resilience (Windle et al., 2008), and other ways in research. Research has also described
resiliency as a protective factor that helps individuals cope easier (Smith et al., 2008), and
therefore allows them to bounce back from challenges. While it has also been described from an
ecological framework that an individual’s level of resilience is dependent on his/her interaction
between their social environment, community, and him/herself (Sun & Stewart, 2007). There is
no one specific way in defining nor applying resilience, however the most basic definition of
resilience is the ability to recover from or adjust easily to misfortune or change (“resilience”,
n.d). Resilience describes an individual’s hardiness (Nezhad & Besharat, 2010) or toughness
(Cowden et al., 2016), or helps to explain one’s ability to bounce back from adversities (Galli &
Vealey, 2008). All in all, resiliency refers to “a set of qualities that help a person withstand many
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of the negative effects of adversity (Cassidy, 2015; Gilligan, 2001). Based on research, resilience
is associated with an increased quality of life, well-being and functional capacity in times of
adversity (Abiola & Udofia, 2011).
Research suggests there are building blocks to resiliency, known as the 7 C’s of
resiliency, which includes competence, confidence, connection, character, contribution, coping,
and control (Ginsburg & Jablow, 2006). While all 7 attributes contribute to building resiliency in
an individual, only confidence (self-efficacy), coping, and control are used as constructs for this
study.
One study evaluated resiliency in relation to quality of life and educational environment
in medical students in Brazil. Using the Wagnild and Yung’s resilience scale, among the 1,350
participants, those students with high or very high resilience scores had higher medical and
DREEM scores, and of those students reporting high and very high resilience, they had higher
learning, academic self-perception, and social self- perception scores. Students who exhibited
high and very high resilience had a more positive perception of their educational environment in
comparison to those with lower or moderate resilience. Medical students that displayed high and
very high resilience responded more positively to adversities both in daily life and academics
(Tempski et al., 2015).
Another study explored the correlation between academic performance and resiliency,
and measured predictors of academic performance (depression, anxiety, and stress) and
resiliency. Four hundred and forty-six female second year undergraduate students were included
in this study, using the Connor Davidson Resilience Scale and the Depression, Anxiety, Stress
Scale (DASS). There was a negative relationship between resiliency and depression. Depression
is significantly predicted by the level of resiliency a college woman possessed. The higher the
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depression score, the lower resilience. Therefore, higher resilience can help in lowering mental
health problems (Ahmed, 2015). Bruffaerts et al. (2018) found that one in three freshmen college
students suffered from mental health problems during the past year. Both internalizing
(depression, anxiety, sleep problems, post-traumatic stress, and suicidal ideations) and
externalizing (inattentiveness, hyperactivity, impulsivity, and conduct disorder) mental health
problems were associated with a significant decrease in academic performance (Bruffaerts et al.,
2018).
A two-time, 18- month comparison study was conducted in nursing students to test the
association between academic burnout, resiliency, and psychological well-being. Between time 1
and 2, level of resilience (p<0.001) and psychological well- being (p<0.05) indicated that as
resiliency increases, psychological well-being improves over time. Of the nursing students
assessed, resilience was a positive resource to have, and effects the psychological well-being
positively (Ríos-Risquez et al., 2018). Therefore, in this study, the greater the emotional
exhaustion of the nursing students, the greater risk for academic burnout. The lower the
psychological well-being, the greater the emotional exhaustion, and the lower the level of
resiliency. A third study looked at the relationship between stress, life satisfaction, and resiliency
among college students. In this study, 2925 medical students were included, and stress was
negatively correlated with resilience (r= -.036, p<.01), while resilience was positively correlated
with life satisfaction (r= .53, p<.01). Of the medical students included those that had higher
perceived stressed, had a lower level of resilience, resulting in lower life satisfaction, and vice
versa for lower perceived stress. Students who had lower perceived stress had higher resilience,
resulting in a higher level of life satisfaction. Therefore, for this study, resilience played a
mediating role between stress and life satisfaction (Shi et al., 2015).
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Eley and Stallman (2014), highlight the importance that resilience holds for medical
students and their education. In an environment where students must learn to “strive” when
success is not guaranteed, the learning environment for medical students is crucial. There are
constant opportunities to succeed and gain valuable skills, but there are also times of failure, and
times of failing and trying again. The researchers suggest that medical students who face failure,
but continue to try despite their failures, build resilience, effort, persistence, commitment and
problem solving, which is crucial for their profession. Being able to be more resilient and
accountable helps students manage the stresses of medical school and cope through times of
adversities. They must be able to adopt the “fail, try again and succeed” mantra in hopes to build
resilience (Plunkett, 2014).
Academic Resiliency
Academic Resiliency is a newer construct that has been developed and studied in fields of
education and psychology to better understand students’ misfortunes and failures and
development of interventions to help build and strengthen resiliency. Academic resilience can be
described as a student’s ability to recognize and overcome academic misfortunes and failures,
and continue to succeed, while others continue to do poorly and fail (Martin & Marsh, 2008).
Martin (2013) describes academic resilience as the “capacity to overcome acute and/or chronic
adversity that is seen as a major threat to a student’s educational development”.
Studies have shown that individuals with higher self-efficacy are better able to perform
and respond to adverse circumstances (Vancouver et al., 2001), and similar results are found in
an educational environment. One study including 435 British undergraduates, using the
Academic Resilience Scale- 30 (ARS-30) concluded there is an association between academic
self-efficacy and academic resilience, and that academic self-efficacy could be a predictor of
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academic resilience. Students who had higher self-efficacy scores also had significantly higher
Academic Resiliency scores. In fact, those students who had higher self-efficacy responded
higher on questions involving adversity and adaptiveness (higher on 25 of the 30 questions). This
helps offer that students with greater self-efficacy are better able to adjust to the situation and
react in a more positive manner than those with lower self-efficacy. Therefore, self-efficacy
could be one of the leading predictors for development of academic resilience (Cassidy, 2015).
Higher self-efficacy has been correlated to higher academic performance, better
adjustment to the demands of higher education, and lower stress, and fewer health related issues
(Sachitra & Bandara, 2017). Development of the Academic Pharmacy Resilience Scale (APRS16) was adapted from Cassidy’s original ARS-30 to target academic resilience within pharmacy
students. Four facets were identified: “negative affect and emotional response”, “reflecting and
adaptive help-seeking”, “adaptive thought process”, and “perseverance”. The higher the total of
the four subscales indicated higher Academic Resiliency. Results concluded that first year
pharmacy students had generally higher Academic Resiliency scores in comparison to secondand third-year students. This finding contradicts other research that concludes resiliency
develops with age, in that older individuals tend to be more resilient (Kruglanski et al., 2002).
Males in the study had higher scores on the negative affect and emotional response section
indicating males had fewer negative responses in comparison to females. However, female
students were more reflective and more adaptive compared to males. Each facet indicated in the
APRS-16 are valuable non-cognitive traits for academic resilience (Chisholm-Burns et al., 2019).
In a second analysis using the ARS-30, Cassidy (2016) developed three important factors
contributing to academic resilience: perseverance, reflecting and adaptive help-seeking, and
negative affect and emotional response. Perseverance highlighted themes of hard work, not
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giving up, using adversity as a motive to improve, and other themes. Reflecting and adaptive
seeking included strengths and weakness reflection, altering approaches to studies, help seeking,
and other coping mechanisms of achievement. And negative affect and emotional response
targeted themes of negative emotions including anxiety, depression, catastrophizing and other
emotional responses. Academic Resilience was measured based on scores from the ARS-30,
which is composed of a 30-item questionnaire. This questionnaire was unique in that it asked
university students to respond to hypothetical, yet accurate and authentic academic adversity
case vignette. The vignette hoped to target adversity from an educational context, that allowed
students to respond either in an adaptive or non-adaptive manner. Therefore, giving score and a
measure of means for academic resilience based on their responses from the case vignette
questions. Of the three factors, the most important factor in developing academic resilience was
perseverance, which accounted for 27% variance in this study (Cassidy, 2016).

The next chapter will discuss the methods and materials used for this study.
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Chapter 3
Methods and Materials
Preliminary Meetings and Endorsement
On February 21st, 2020, I attended a resiliency related university meeting at the
University of Texas (UT) at Tyler. The meeting was composed of 12 members from different
disciplines on campus who support and are working towards increasing resiliency among UT
Tyler’s university students. Various information was discussed about what they as a team were
doing to better equip the students at UT Tyler for the upcoming year. Additional information and
the meeting agenda can be found in the Appendix B. Kim Harvey- Livingston, Associate Dean
of Students, allowed me to share my thoughts and ideas of this study to the members of the
resiliency team. Several members were interested and gave support to help in any way that they
could. Josh Neaves, Director of Student Engagement offered to set up a meeting to discuss the
potential of using New Student Orientation as a platform for this study. After contacting Josh
Neaves, he referred me to Camry Tharp, Assistant Director of Student Engagement- leadership,
service, and camp activities, and Samantha Cockrell, Assistant Director of Student Engagement
and transition programs, to discuss the study with them. A meeting was set March 5th, 2020 at
2:00 p.m. Both Tharp and Crockrell were in favor of this study and gave approval to support this
study. After discussing more details of this study, we came to a conclusion that Swoop Camp
would be a more appropriate location verses New Student Orientation. New Student Orientation
is a time where students and their parents come to the university to learn more about UT Tyler
and enroll in their fall courses. Swoop Camp occurs in a more laid-back environment, and only
the new students attend. Swoop Camp is open to all incoming freshmen, free of charge, to offer a
new and inviting experience into the Swoop Family. Students were to learn and become
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acquainted with the university campus and traditions, as well as having the opportunity to give
back to their new home of East Texas through service. One of the main goals of Swoop camp is
for new students to have the opportunity to make new friends and develop a support system
through their new patriot family. Swoop Camp was the more appropriate location, so students
could respond more honestly to this study without having the outside or immediate pressure of
their parents present.
Future meetings were scheduled with Samantha Cockrell to discuss the logistics and
schedule of Swoop Camp. However, due to Covid-19, future in-person meetings were cancelled.
Monthly emails were exchanged April 1st, May 6th, and June 1st, to check in and make sure
everything was still running as planned. An in-person meeting was scheduled June 24th at 9:30
a.m. to finalize and discuss the changes to Swoop Camp due to Covid-19. The original dates of
camp (June 22-25 and August 3-6) were moved, and an additional date was scheduled for camp
(July 27- 30, August 3-6, and August 16-19) to ensure proper social distancing could occur
between students.
On July 3rd, 2020, administration decided to cancel all Swoop Camps in the effort to keep
students safe due to Covid-19. The Student Engagement Office opted out to support this project
on July 14th, 2020. While this was disappointing to the researcher, further plans were developed
in order to recruit participants.
Study Design
A mixed method design was used for this study including both quantitative and
qualitative methods. The quantitative method consisted of a survey questionnaire (Appendix C)
that was emailed to all first-time incoming freshman students completed online through the UT

19

Tyler Qualtrics system, and the qualitative method (Appendix D) included two interview
sessions completed throughout the Fall 2020 semester via Zoom.
Study Location
The original first part of the study was to target participants registered for the 2020
Freshmen Swoop Camp located at the UT Tyler. However, due to the COVID-19 pandemic,
Swoop Camps were cancelled in an effort to keep all students safe. Therefore, an alternative plan
was developed. All incoming freshmen students were targeted through approved personnel. Tina
Taylor, Administrative Assistant of the Department of Health and Kinesiology, helped facilitate
logistics for data collection. Tina Taylor emailed all incoming freshmen students twice during
the Summer of 2020 about the study, including the URL and QR code to the quantitative survey.
For the qualitative component, a randomized subgroup participated in two interview
sessions that were offered online through the application, Zoom.
Study Participants
Participants were eligible to be included in the study if they gave informed consent to the
start of the quantitative survey. For the qualitative component, participants who were randomly
selected to be a part of the interviews had to meet the following criteria: 1) Incoming freshmen
student at the University of 2) Enrolled as either a part-time or full-time student, 3) 18 years of
age and older. Participants were not included in the study if they were either younger than 18
years of age or were not enrolled as an incoming freshmen student at the UT Tyler.
Individuals who gave informed consent, by agreeing to participate at the beginning of the
questionnaire, granted the researcher access to their academic schedule as well as their academic
progress of their college courses. A sample size calculator program, through Qualtrics, was used
to determine the appropriate sample size to have statistical power. The appropriate confidence
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interval (95%) and marginal error (5%) were used for a total population size of 1061 people.
Based on the number of incoming freshmen students from the 2019-2020 population (n = 1061),
the recommended sample size to reach statistical significance was at least 283 participants. For
qualitative methods, there is no specific number to reach significance. Research suggests that
because of the nature of qualitative research, which can include focusing more on the in-depth
understanding or meaning of issues, processes, and/or situations, therefore there is no specific
sample size to attain. However, the number of participants for qualitative research can range
from anywhere from 5 to 50 participants. Once saturation is reached, the point where data
collection does not offer any new insight or spark (Dworkin, 2012), sample size can be
appropriate. Therefore, for this study, the goal sample size for the qualitative research was 20
randomly selected participants for the first interview, this accounted for the potential of
individuals opting out or not responding to the researcher for the second interview. In total, the
goal was to have at least 10 participants for the first and second interview.
For the qualitative component, a sub-group was randomly selected from the total number
of participants using a computer randomization scheme. The randomized computer generator
used a free online website called Weelofnames.com. All participants randomized identification
numbers were inputted into the online system, a button was clicked, and the system would
randomly pick a number one by one. Randomized identification numbers were generated based
on the day the participant completed the survey followed with a number (i.e., 7001, 7002, etc.;
completed the survey in the month of July and was the first to do so and so on).
Ethical Considerations
Each participant provided informed consent at the beginning of the quantitative
questionnaire survey by indicating whether they agreed or disagreed to participate in the study.
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Each participant’s name was removed from the survey and was replaced with an identification
number to protect personal information during data analysis.
Verbal and written (through DocuSign) consent was given by participants prior to the start of the
interview sessions. This study received IRB approval from the UT Tyler Institutional Review
Board on May 5, 2020. Two additional modifications were approved August 4, 2020 and
December 16, 2020.
Data Collection
This study comprised data collection both through quantitative and qualitative methods.
Quantitative data was obtained through convenience sampling of incoming freshmen students
through their email addresses and their willingness to complete the survey.
Qualitative data was collected through recorded interviews through the application of
Zoom. The scripting for each interview process is shown in Appendix F.
Quantitative Survey Instruments
A 32-question survey was offered to students via email through the use of a QR code
(Appendix G) and a URL website address. The survey included 7 demographic questions and 23
questions that targeted 4 constructs, including Academic self-efficacy, Academic Control,
Academic Coping, and Grit. Questions were developed and adapted from the following scales:
Academic Self-Efficacy and Efficacy for Self-Regulated Learning Scale, The Academic
Resilience Scale (ARS-30), and the Short Grit Scale (Appendix E).
Academic Self Efficacy
Academic Self - Efficacy was developed from an adapted form of the Academic SelfEfficacy and Efficacy for Self-Regulated Learning Scale created by Zimmerman, Bandura, and
Martinez-Pons (1992). The original scale consisted of 11 questions pertaining to participant’s
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confidence to each question, and responses were added together to give a total score, using a
Likert scale, 1 = No Confidence at all, to 5 = Complete Confidence. For this study, Academic
Self -Efficacy was developed using four of the original eleven questions and the Likert scale was
changed to 1 = Not Confident, 2 = Slightly Confident, 3 = Somewhat Confident, 4 = Fairly
Confident, and 5 = Completely Confident. Examples of such questions included in the
questionnaire are: How much confidence do you have that you can successfully:
1) Complete require homework and project assignments by deadline?
2) Remember information presented in classes and textbooks?
Academic Control and Coping
Both Academic Control and Coping questions were included based on an adapted form of
the ASR-30. The phrase “If I did poorly on or failed an academic assignment” was added to the
beginning of each of the questions to target how participants would answer the question in regard
to their academics. Responses used a Likert Scale, 5= Very much like me, to 1= Not like me at
all. There were 5 Academic Control questions and 6 Academic Coping questions. Examples of
questions included are found below.
1) If I did poorly on or failed an academic assignment, I would not accept my instructors
feedback on an assignment.
2) If I did poorly on or failed an academic assignment, I would work harder.
3) If I did poorly on or failed an academic assignment, I would not change my long-term
goals and ambitions.
Statements that were negatively worded used an inverse Likert scale, 1= Very much like me,
to 5= Not like me at all.
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Grit
A total of eight questions were included from the Short Grit Scale and included two
subfactors, Consistency of Interest and Perseverance of Effort. Participants were asked to
respond to the eight statements and choose a response: Very much like me, Mostly like me,
Somewhat like me, Not much like me, and Not like me at all. Consistency of Interest statements
used scoring of 5= Very much like me to 1= Not like me at all, while Perseverance of Effort
statements used the scoring of 1= Very much like me to 5= Not like me at all. A total Grit score
was developed by the summation of all the points, and then divided by the total number of
questions (n = 8). The maximum score of 5, indicated very gritty, and the lowest score of 1
indicated not at all gritty (Duckworth et al., 2007; Duckworth & Quinn, 2009). Examples of
statements included are found below:
1) I often set a goal but later choose to pursue a different one.
2) I am a hard worker.
3) Setbacks don’t discourage me.
Academic Resiliency
An Academic Resiliency total score was developed using the summation of the total
scores from the Academic Coping, Academic Self - Efficacy, and Academic Control sections of
the survey questionnaire.
Other Variables
Participants were asked to provide their intended major for the Fall 2020 semester. Due
to the overwhelming different responses, majors were categorized according to the College to
which they belonged in the UT Tyler System. There was a total of 5 colleges identified: College
of Arts & Sciences, Education & Psychology, Engineering, Nursing & Health Sciences, and
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Business, and a category of “General” was created to represent participants who were undecided
on a major and for students who were part of the Coordinated Admission Program (CAP) for the
University of Texas at Austin. This categorical variable was used later to create two additional
variables: STEM majors and non-STEM majors and health professionals majors and non-health
related majors. STEM related majors were defined by any major included in the math, natural
sciences, engineering, computer and information sciences, social sciences, and behavioral
sciences field. While health related majors included psychology, health sciences, pre-medical,
pre-pharmacy, kinesiology, nursing, or any other related major to the health field.
Cronbach Alpha
A reliability test was done for each of the constructs. The Cronbach alpha’s can be found
below. A Majority of constructs had relatively high reliabilities, except for the variable
Academic Coping, which was fairly low compared to the other constructs.
Table 1: Cronbach's Alpha of Key Construct Variables
Variables
Grit
Grit: Consistency of Interest
Grit: Perseverance of Effort
Academic Resiliency
Academic Coping
Academic Control
Academic Self-Efficacy

N Items
n=8
n =4
n=4
n = 15
n= 6
n=5
n =4

Cronbach Alpha
.790
.754
.668
.755
.323
.733
.719

Qualitative Interviews
A total of 20 individuals were randomly selected using a computer randomization scheme
from the total participants of the questionnaire, from the 2020 fall semester Freshmen class. The
individuals that were willing to participate were scheduled for an interview conducted online
through the application Zoom. This was to ensure the safety of both the participant and the
researcher with the rising concerns of COVID-19.
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For the online interview session, each participant electronically signed a consent form.
The researcher then sent out a zoom invitation to each of the participants to determine a
convenient time and date. Security features were enabled to protect against the possibility of
cyber hackers. Each Zoom link was unique to each participant and required a password before
entering the session. Only the researcher had recording capability, and each participant was
informed that their session would be recorded. Each participant was informed that if they felt
uncomfortable at any point of the interview, or wished to stop or leave, they could do so. Verbal
consent was requested before starting the interview questions.
Each interview followed the same protocol delineated below (Appendix H). An overview
of the protocol is as follows:
1. The researcher greeted and thanked the individual for attending and participating in the
study and interview session. Participant stated their first name and first initial of his/her
last name to build a sense of comfortability and trust between the researcher and
participant.
2. The researcher set the ground rules and guidelines for the interview and made sure the
participant wished to continue to participate.
3. The researcher facilitated and encouraged the participants to discuss and engage with the
researcher through the facilitated discussion questions.
All sessions were recorded and later transcribed for analysis purposes. A total of 121
individuals were randomly selected to participate and the goal was to conduct 20 interviews.
However, 19 (19/20, 95% and 19/121, 15.7%) interviews were completed. Each of the 19
interviews were transcribed from the Zoom recorded videos. All transcribed interviews were
then reviewed, and inadequate interviews were removed from analysis. Interviewees who
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responded with short responses to the research questions or answered in a yes or no fashion were
determined to be inadequate. A total of 10 transcribed interviews were analyzed by a qualitative
team. Each team member became familiarized with the transcribed interviews and developed
common themes from each interview, large, schemed prompts were generated, and themes
finalized.
Data Analysis
Quantitative Questionnaire Analysis
All data collected from the questionnaire was exported from Qualtrics into an Excel
spreadsheet to organize and categorize the variables. When the data was organized, it was
imported into SPSS version 24, where further statistical analysis was performed. Descriptive
analysis was performed for the demographic information. Correlations were performed to
determine if there was a relationship between key variables. Bivariate analysis was performed
using chi-square and one-way ANOVA to test the association between demographical variables
and the main outcome variables (Grit, subconstructs of Grit, Academic Resiliency, and
subconstructs of Academic Resiliency). Multiple Regression analysis was performed to assess
whether the significant demographic variables, Grit and Academic Resiliency scores had any
statistical power in predicting academic success (defined with GPAs).
Qualitative Interview Analysis
All qualitative data was transcribed, and thematic analysis was performed. The goal of
the thematic analysis was to identify themes, i.e., patterns in the data that are important or
interesting, and to use these themes to address the research question. An inductive approach was
used to develop themes, phrases, and patterns from participants responses. An inductive
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approach is the systematic process used for qualitative data where the analysis is guided by the
specific evaluation objectives.

The next chapter will include both the quantitative and qualitative results of the study
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Chapter 4
Results
Quantitative Results
Study Participants
A total of 1,061 first-time UT Tyler freshmen students received the anonymous survey
link through email. Students received two emails about the survey. The first email was sent out
to students on July 20th, 2020, and a secondary reminder email was sent on July 31st, 2020. Email
messages sent to students can be found in Appendix I. Of the 1,061 students, a total of 567
(53.4%) students responded to the questionnaire survey. Of those students, 44.3% (251/567) did
not give consent (said no) to participate and 55.7% (316/567) students gave consent (said yes) to
participate. Of the 316 students who participated in the survey, full demographic data is available
for 75.6% (239/316) of these students. Missing data ranges from 80-84 of the students who gave
consent to participate. Ultimately, 29.8% (316/1061) of the total freshmen class gave consent to
participate.
Demographics
Several demographic variables were evaluated in this study. A full list of these variables
can be found in Tables: 1.1 and 1.2. Of the 239 participants included in data analysis, 33.9% (81)
identified as male, 64.9% (155) identified as female, and 1.3% (3) preferred not to respond (data
not shown). A majority of students, (84.1%, n = 201) indicated they were between 18-24 years of
age. A little less than half of the participants were white, non-Hispanic (48.5%), and 76.2% (n =
182) were single. Half of the participants reported they would be unemployed during the Fall
2020 semester (50.2%) and most students indicated they would be taking more than 12 credit
hours during the Fall 2020 semester (63.2%).

29

Table 2.1: Demographics and Grit, Consistency of Interest, and Perseverance of Effort
Variable

Sex
Male
Female
Age
Under 18 Years
18-24 Years
25+ Years
Race/Ethnicity
White (Non-Hispanic)
Hispanic
Black or African American
Other
Relationship Status
Single
Committed
Other
Hours Per Semester
Fewer than 12 Hours
12 Hours
12+ Hours
Employment
Full-time
Part-time
Unemployed
Socioeconomic Perception
Not Wealthy
Average
Wealthier
Family Influence
Little to no importance
Somewhat importance
Higher importance
Majors
General/CAP
Arts & Science
Education & Psychology
Engineering
Nursing & Health Sciences
Business

N (%)

Total Grit
(Average)

Grit: Consistency
of Interest
(Average)

Grit: Perseverance
of Effort (Average)

81 (33.9)
155 (64.9)

3.56
3.64

3.04
3.22

4.13
4.05

35 (14.6)
201 (84.1)
3 (1.3)

3.64
3.60
4.04

3.16
3.14
3.50

4.12
4.05
4.58

116 (48.5)
58 (24.3)
32 (13.4)
31 (13.0)

3.65
3.56
3.77
3.40

3.16
3.13
3.34
2.94

4.14
3.98
4.20
3.85

182 (76.2)
54 (22.6)
3 (1.3)

3.62
3.54
4.04

3.15
3.12
3.50

4.09
3.98
5.48

7 (2.9)
81 (33.9)
151 (63.2)

3.91
3.68
3.55

3.32
3.29
3.06

4.50
4.08
4.05

15 (6.3)
104 (43.5)
120 (50.2)

3.80
3.59
3.60

3.47
3.12
3.13

4.13
4.06
4.07

34 (14.2)
182 (76.2)
23 (9.6)

3.66
3.61
3.48

3.30
3.14
2.97

4.02
4.09
3.99

5 (2.1)
16 (6.7)
218 (91.2)

3.90
3.58
3.60

3.70
3.20
3.13

4.10
3.97
4.08

17 (7.1)
50 (20.9)
30 (12.6)
16 (6.7)
82 (34.3)
40 (16.7)

3.41
3.47
3.41
3.78
3.81
3.49

2.97
2.95
2.88
3.28
3.48
2.92

3.87
3.98
3.96
4.28
4.15
4.06
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Table 2.2: Demographics and Resiliency, Control, Coping, and Self - Efficacy
Variable

Sex
Male
Female
Age
Under 18 Years
18-24 Years
25+ Years
Race/Ethnicity
White (Non-Hispanic)
Hispanic
Black or African American
Other
Relationship Status
Single
Committed
Other
Hours Per Semester
Fewer than 12 Hours
12 Hours
12+ Hours
Employment
Full-time
Part-time
Unemployed
Socioeconomic Perception
Not Wealthy
Average
Wealthier
Family Influence
Little to no importance
Somewhat importance
Higher importance
Majors
General/CAP
Arts & Science
Education & Psychology
Engineering
Nursing & Health Sciences
Business

Academic
Resiliency
(Average)

Academic
Control
(Average)

Academic
Coping
(Average)

Academic SelfEfficacy
(Average)

62.6
63.0

22.1
22.6

23.8
23.8

16.6
16.6

62.5
62.7
67.3

22.1
22.4
24.0

23.9
23.7
25.0

16.7
16.6
18.3

62.6
63.1
64.6
61.2

22.5
22.5
22.8
21.2

23.5
23.9
24.9
23.3

16.5
16.6
16.8
16.7

62.6
62.8
67.3

22.4
22.5
24.0

23.7
23.9
25.0

16.6
16.6
18.3

66.1
62.5
62.7

22.9
22.4
22.4

26.3
23.7
23.6

17.0
16.3
16.8

63.5
62.3
63.1

22.5
22.3
22.4

24.9
23.5
23.8

16.1
16.5
16.8

63.0
62.7
62.1

22.6
22.4
21.9

23.4
23.8
23.6

17.0
16.5
17.0

67.2
61.2
62.8

24.6
21.9
22.4

25.0
23.2
23.8

17.6
16.7
16.6

61.5
61.5
62.4
62.9
64.7
61.3

21.6
21.8
21.9
22.3
23.4
22.2

22.9
23.3
24.0
24.2
24.3
23.3

17.0
16.4
16.8
16.3
17.0
15.8
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Academics
A total of 186 participants took either the SAT or ACT, 29 participants took both the
SAT and the ACT, and 8 participants indicated they were exempt from having to take the college
entrance exams due to automatic acceptance or another waiver based on high school years. The
average SAT score was 1127, ranging from 420 to 1530 (SD= 161.22). The average ACT score
was 23, with scores ranging from 13 to 35 (SD= 4.80). Of the students who completed the
survey, 231 participants provided their high school GPA (all GPA’s were translated to a 4.0
scale). The average GPA on a 4.0 scale was a 3.57 and ranged between a 2.00 to 4.00 (SD=
.369).
Participants were asked to provide their intended major for the Fall 2020 semester. Due
to the overwhelming different responses, majors were categorized according to the College to
which they belonged in the UT Tyler System. There was a total of 5 colleges identified: College
of Arts & Sciences, Education & Psychology, Engineering, Nursing & Health Sciences, and
Business, and a category of “General” was created to represent participants who were undecided
on a major and for students who were part of the Coordinated Admission Program (CAP) for UT
Austin. Approximately one-third (34.3%) of the students declared a major within the College of
Nursing and Health Sciences (82/239), with the second most frequent majors within the College
of Arts and Sciences (20.9%).
Correlations
A bivariate analysis was performed on the main continuous variables to see the
relationship between Grit, Academic Resiliency and other continuous variables (High school
GPA, SAT and ACT scores). There was a strong positive correlation between the relationship of
SAT and ACT scores (p = .001), and a strong correlation between Academic Resiliency scores

32

and grit scores (p = .001). There was a significant positive correlation between the relationship of
high school GPA and SAT scores (p = .016). A negative correlation existed between Grit and
SAT (p = .001). There was also a negative correlation relationship between Grit and ACT scores
(p = .006). Additional correlations can be found in Table 3.1.
Table 3.1: Bivariate Correlations: Continuous Factors on Basic Scales

SAT

SAT

ACT

High School
GPA

Grit

Academic
Resiliency

1

.902*

.200*

-.269*

-.042

.055

-.268*

-.029

.100

.106

ACT
High School
GPA
Grit

.686*

*p  .05
A secondary bivariate correlations analysis was performed on the constructs that make up
both Academic Resiliency (Academic Control, Self-Efficacy, and Coping) and Grit (Consistency
of Interest and Perseverance of Effort) against SAT scores, ACT scores, and high school GPA.
Results of the secondary correlations can be found in Table 3.2. There was a significant positive
correlation between Academic Control and high school GPA (p = .004). There was a negative
correlation between SAT and Grit: Consistency of Interest (p = .001), and between ACT and
Grit: Consistency of Interest (p = .008). There were significant positive correlations (p = .001)
between all the components of Academic Resiliency (Self-Efficacy, Control, and Coping) and
components of Grit (Consistency of Interest and Perseverance of Effort).
Additional information can be found in Table 3.2.

33

Table 3.2: Bivariate Correlations: Continuous Factors on Component Scales
Academic
SelfEfficacy

Academic
Control

Academic
Coping

Grit:
Perseverance
of Effort

-.126

Grit:
Consistency
of
Interest
-.308*

SAT

.072

-.003

ACT

.016

-.030

-.039

-.270*

-.181

High School
GPA
Academic
Self- Efficacy

.074

.190*

-.004

.084

.095

.425*

.369*

.457*

.462*

.504*

.510*

.516*

.409*

.480*

Academic
Control
Academic
Coping
Grit:
Consistency
*p  .05

-.127

.496*

Grit
Table 4 shows the results of students’ level of Grit and the subconstructs of Grit against
demographic variables after ANOVA testing. There was a statistically significant difference in
the total mean Grit scores based on the major that students intended to pick, determined by oneway ANOVA (F(5,223) = 3.929, p = .002); refer to Figure 1. A Bonferroni post hoc test was run
to determine the differences. There was a statistically significant difference in total Grit scores
between the students who chose majors in the College of Nursing and Health Sciences (3.81 
.51, p = .029) compared to those students in the College of Arts and Sciences (3.46  .68). There
was also a statistically significant difference in mean total Grit scores between the students who
chose majors in the College of Nursing and Health Sciences (3.81  .51, p = .030) compared to
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those students in the College of Education and Psychology (3.40  .64). There was no statistical
difference between mean Grit scores and the other major types based on the College at UT Tyler.
In addition, there was a marginally significant difference in the mean total grit scores
after testing for students race/ethnicity (p =.089).

Figure 1: Mean Grit scores and Colleges at the UT Tyler

When analyzing the subconstruct of Grit, Consistency of Interest, there was a statistically
significant difference in the mean scores when testing the major students intended to pick,
determined by one-way ANOVA (F(5,224) = 4.809, p = .001; refer to Figure 2). A Bonferroni
post hoc test was run to determine the differences in results. There was a statistically significant
difference in Consistency of Interest Grit scores between students who chose majors in the
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College of Nursing and Health Sciences (3.47  .71, p = .007) compared to those students in the
College of Arts and Sciences (2.95  .87). There was also a statistically significant difference in
mean Consistency of Interest Grit scores between students who chose majors in the College of
Nursing and Health Sciences (3.47  .71, p = .009) compared to those students in the College of
Education and Psychology (2.87  .88).

Figure 2: Mean Grit: Consistency of Interest scores and Colleges at the UT Tyler
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There was a marginally significant difference in the Consistency of Interest Grit scores
and the sex of the students (p = .098).
When analyzing the subconstruct of Grit, Perseverance of Effort, there was a significant
difference in the Perseverance of Effort scores when testing the race/ethnicity of students with
Black students having the highest average score (F(3,227) = 2.801, p = .041; refer to Figure 3).

Figure 3: Mean Grit: Perseverance of Effort scores and Race/Ethnicity
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Table 4: Differences in categories and Grit constructs, One-Way ANOVA, P - values
Variable

Grit

Sex

Male
Female
Age
Under 18 years
18-24 years
25+ years
Race/Ethnicity White Non-Hispanic
Hispanic
Black or African American
Other
Relationship
Single
Status
Committed
Other
Relationship
Single
Status
Other
Hours Per
Fewer than 12 hours
Semester
12 hours
12+ hours
Employment
Full-time
Part-time
Unemployed
Socioeconomic Not Wealthy
Perception
Average
Wealthier
Family
Little to no importance
Influence
Somewhat importance
Higher importance
Majors
General/CAP
Arts & Science
Education & Psychology
Engineering
Nursing & Health Sciences
Business
**p .05, *.05 < p < .10

.502

Grit:
Consistency of
Interest
.098*

Grit:
Perseverance of
Effort
.337

.442

.752

.272

.089*

.301

.041**

.353

.735

.162

.441

.793

.244

.139

.131

.140

.459

.304

.911

.534

.326

.622

.563

.307

.778

.002**

.001**

.179

Academic Resiliency
Table 5 shows the results of the student’s level of Academic Resiliency and the
subconstructs of Academic Resiliency including Control, Coping, and Self-Efficacy.
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There was a statistically significant difference in the total mean Academic Resiliency
scores and the student’s major determined by one-way ANOVA (F(5,222) = 2.769, p = .019;
refer to figure 4). There was a marginally significant difference in mean Academic Resiliency
scores between students who chose majors in the College of Nursing and Health Sciences (64.72
 5.02, p = .054) compared to those students in the College of Arts and Sciences (61.53  6.94).

Figure 4: Mean Academic Resiliency scores and Colleges at the UT Tyler

When looking specifically at the subconstruct of Academic Resiliency, Academic
Control, there was a significant difference in the Academic Control scores when testing for race
and ethnicity of the students, determined by a one-way ANOVA (F(3,230) = 2.683, p = .048) and
the major that students intended to pick (F(5, 226) = 3.956, p = .002). Refer to figures 6 and 7.
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Figure 5: Mean Academic Control Scores and Race/Ethnicity

Figure 6: Mean Academic Control scores and Colleges at the UT Tyler
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When looking specifically at the subconstruct of Academic Resiliency, Academic
Coping, there was a significant difference in the Academic Coping scores when testing the
number of hours students were taking for the Fall 2020 semester determined by a one-way
ANOVA (F(2, 232) = 3.090, p = .047). Refer to Figure 7.

Figure 7: Mean Academic Coping scores and Hours for the Fall 2020 Semester

There was a marginal significance between Academic Coping when testing student’s
race/ethnicity (p=.066).
There was no statistical significance in the subconstruct Academic Self-Efficacy scores
when testing the other demographic variables. Refer to Table 5, for results about Self-Efficacy
and other variables tested.
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Table 5: Difference in Categories and Resiliency constructs, One-Way ANOVA
Variable
Sex

Male
Female
Age
Under 18 years
18-24 years
25+ years
Race/Ethnicity White Non-Hispanic
Hispanic
Black or African
American
Other
Relationship
Single
Status
Committed
Other
Relationship
Single
Status
Other
Hours Per
Fewer than 12 hours
Semester
12 hours
12+ hours
Employment
Full-time
Part-time
Unemployed
Socioeconomic Not Wealthy
Perception
Average
Wealthier
Family
Little to no importance
Influence
Somewhat importance
Higher importance
Majors
General/CAP
Arts & Science
Education & Psychology
Engineering
Nursing & Health
Sciences
Business
**p .05, *.05  p < .10

Academic
Resiliency
.649

Academic
Control
.217

Academic
Coping
.946

Academic
Self-Efficacy
.813

.416

.400

.695

.417

.185

.048**

.066*

.943

.420

.537

.680

.443

.728

.646

.582

.871

.309

.887

.047**

.380

.561

.926

.225

.349

.862

.579

.656

.387

.159

.113

.433

.635

.019**

.002**

.204

.154

Predicting Grit
A Multiple Linear Regression analysis was used to develop models for predicting Grit
scores in freshmen level students at UT Tyler. The demographic variables used were significant
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from the bivariate analysis, and four models were created. Two models included the intended
major (STEM vs. non-STEM; one with Academic Resiliency, one without), race/ethnicity, and
sex. The additional two models used the intended major (Health Related vs. Other; one with
Academic Resiliency, one without), race/ethnicity, and sex. A backward method was used to
determine the most important predictor(s) for student’s level of Grit.
Students who chose STEM related majors (any major included in the math, natural
sciences, engineering, computer and information sciences, social sciences, and behavioral
sciences) had a significant association with grit scores (p = .026), when controlling for sex and
race. The negative slope (B = -1.552), indicates that students who chose STEM majors (coded as
1) tended to have higher grit scores, compared to the students who chose non-STEM majors
(coded as 2). Additional information can be found in Table 6A.
Table 6A: Multiple Regression on Grit Scores (dependent)
unadjusted
Unadjusted
B
t
P-value
Sex
Male
Female
Race
White
Minority
STEM
Yes
No

adjusted
t

Adjusted
P-value

.050

.068

.946

N/A

N/A

-.572

-.864

.388

N/A

N/A

-1.552

-2.106

.036**

-2.244

.026**

**p<.05; backward regression
Unadjusted R = .162, a. Predictors: STEM, Race, Sex; R2 = .026
Adjusted R = .151, b. Predictors: STEM; R2 = .023

A second model was created using similar variables to the first model above, except
instead of comparing the variable STEM versus non-STEM majors, a new variable of healthrelated majors versus other majors was created. Health related majors included psychology,
health sciences, pre-medical, pre-pharmacy, kinesiology, nursing, or any other related major to
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the health field. Students who chose a health-related major had a marginal association with grit
scores (p = .054), when controlling for sex and race. The negative slope (B = -1.217), indicates
that students who chose a health related major (coded as 1) tended to have higher grit scores,
compared to the students who chose a major that was not health related (coded as 2). Additional
information can be found in Table 6B.
Table 6B: Multiple Regression on Grit Scores (dependent)
unadjusted
Unadjusted
B
t
P-value
Sex
Male
Female
Race
White
Minority
Health Major
Yes
No

adjusted
t

Adjusted
P-value

.026

.035

.972

N/A

N/A

-.453

-.680

.497

N/A

N/A

-1.217

-1.690

.092

-1.936

.054*

**p<.05, *.05<P< .10; backward regression
Unadjusted R = .138, a. Predictors: Health Major, Race, Sex; R2 = .019
Adjusted R = .130, b. Predictors: Health Major; R2 = .017

Two additional multiple linear regressions were created to predict Grit scores. Variables
were the same to the above two models, with the inclusion of Academic Resiliency scores. Results
can be found in tables 6C and 6D. Both models indicate that sex and the intended major a student
chose (whether STEM versus non-STEM or Health related or not) did not have any significant
association in predicting grit, as indicated in the earlier models. Only one variable, academic
resiliency, had a significant association predicting grit scores (p = .001), when controlling for sex,
major (STEM versus non-STEM or Health related versus non-health related), and race. Now, race
gains importance; race had a marginal association (p = .068) with Grit scores while controlling for
the other variables. Both Tables 6C and 6D indicate that the slope of academic resiliency (B = .561
and B = .570) are positive, therefore in both models, as academic resiliency scores increase (higher
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scores), those students also had higher grit scores. This indicates that academic resiliency scores
and grit scores are associated with one another in a positive direction. However, the negative slope
for both models for race (B = -.894 and B = -.922), indicates White individuals (coded as 1) tended
to have higher grit scores, compared to minority students (coded as 2).
In addition, note that the R and R2 substantially increase in Models 6C and 6D compared
to 6A and 6B. Now, approximately 50% of the variance of Grit can be explained. The independent
variables in this model (sex, STEM major, Academic Resiliency, and Race) are able to predict the
dependent variable (Grit score) 50% of the time.
Table 6C: Multiple regression on Grit scores (dependent)
unadjusted
Unadjusted
B
t
P-value
Sex
Male
Female
STEM
Yes
No
Academic
Resiliency
Race
White
Minority

adjusted
t

Adjusted
P-value

-.125

-.248

.805

N/A

N/A

-.234

-.432

.666

N/A

N/A

.561

13.673

.001

14.211

.001**

-.894

-1.829

.069

-1.837

.068*

**p<.05, *.05<p<.01; backward regression
Unadjusted R = .697, a. Predictors: Sex, Academic Resiliency, Race, STEM; R2 = .486
Adjusted R = .697, b. Predictors: Academic Resiliency, Race; R2 = .485

Table 6D: Multiple regression on Grit scores (dependent)
unadjusted
Unadjusted
B
t
P-value
Sex
Male
Female
Health Major
Yes
No

adjusted
t

Adjusted
P-value

.006

.001

.991

N/A

N/A

.255

.476

.635

N/A

N/A
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Academic
Resiliency
Race
White
Minority

.570

13.842

.001

14.211

.001**

-.922

-1.877

.062

-1.837

.068*

**p<.05, *.05<p<.01; backward regression
Unadjusted R = .697, a. Predictors: Health Major, Race, Academic Resiliency, Sex; R2 = .486
Adjusted R = .697, b. Predictors: Race, Academic Resiliency; R2 = .485
Predicting Academic Resiliency

A multiple linear regression analysis was used to develop models for predicting academic
resiliency scores in freshmen level students at UT Tyler. The demographic variables used were
significant from the bivariate analysis, and four models were created. Two models included:
intended major (STEM vs. non-STEM; one with Grit and one without), race/ethnicity, and credit
hours for the Fall semester, and two additional models used intended major (Health Related vs.
Other; one with Grit and one without), race/ethnicity, and hours for the fall semester. A
backward method was used to determine the most important predictor(s) for student’s level of
grit.
Students who chose STEM related programs had a significant association with academic
resiliency scores (p = .003), when controlling for Fall credit hours and race. The negative slope
(B = -2.590) indicates that students who chose STEM majors (coded as 1) tended to have higher
academic resiliency scores, compared to the students who chose non-STEM majors (coded as 2).
Additional information can be found in Table 7A.
Table 7A: Multiple regression on Academic Resiliency Scores (dependent)
unadjusted
Unadjusted
adjusted
B
t
P-value
t
Hours
At least 12
13+
Race
White
Minority

Adjusted
P-value

-.025

-.030

.976

N/A

N/A

.555

.684

.495

N/A

N/A
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STEM
Yes
No

-2.590

-3.011

.003

-3.020

.003**

**p<.05; backward regression
Unadjusted R = .206a, a. Predictors: STEM, Race, Hours; R2 = .043
Adjusted R = .201b, b. Predictors: STEM; R2 = .041

A second model was created using the variable of health-related majors versus other
majors. Students who chose a health-related major had a significant association with academic
resiliency scores (p = .002), when controlling for credit hours for the fall semester and race. The
negative (B = -2.661) indicates that students who chose a health related major (coded as 1)
tended to have higher academic resiliency scores, compared to the students who chose a major
that was not health related (coded as 2). Additional information can be found in Table 7B.
Table 7B: Multiple regression on Academic Resiliency Scores (dependent)
unadjusted
Unadjusted
adjusted
B
t
P-value
t
Hours
At least 12
13+
Race
White
Minority
Health Major
Yes
No

Adjusted
P-value

.116

.138

.890

N/A

N/A

.821

1.009

.314

N/A

N/A

-2.661

-3.256

.001

-3.173

.002**

**p<.05; backward regression
Unadjusted R = .222a, a. Predictors: Health Major, Hours, Race; R2 = .049
Adjusted R = .211b, b. Predictors: Health Major; R2 = .045

Two additional multiple regression models were created to determine which variables
were the best predictors of academic resiliency scores. One model included race, hours during
the fall semester, STEM versus non-STEM majors, and Grit scores. The second model was very
similar to the first, except it included health related majors versus other majors instead of STEM.
Results can be found in tables 7C and 7D. Both models used a backwards method, however, only
one iteration was created, therefore, indicating that all variables had some importance in
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predicting Academic Resiliency scores for the students. Referring to Table 7C, only major
(STEM versus non-STEM) (p = .033) and Grit scores (p = .001) had a significant association
with Academic Resiliency scores when controlling for the other variables. There was a negative
slope for STEM majors (B = -1.358), indicated that students who chose a STEM major (coded as
1) tended to have higher academic resiliency scores, compared to students who did not choose a
STEM related major (coded as 2). Grit scores and Academic Resiliency scores were positively
associated: the higher the Grit score, the higher the Academic Resiliency score. Both race and
credit hours for the Fall semester were marginally associated when controlling for the other
variables.
Table 7C: Multiple regression on Academic Resiliency Scores (dependent)
B
t
p-value

STEM
Yes
No
Race
White
Minority
Grit
Hours
At least 12
13+

-1.358

-2.148

.033**

1.043

1.768

.078*

.846
1.057

13.897
1.704

.001**
.090*

**p<.05, *.05<p<.01; backward regression
R = .708a, a. Predictors: Hours, Race, STEM, Grit; R2 = .502

Referring to Table 7D, similar results were found as above. Only one iteration was
produced when completing a backward multiple linear regression. All variables had some
importance in predicting academic resiliency scores when controlling for one another. Race,
intended major (health major versus other), and grit scores were significantly associated with
academic resiliency scores when controlling for the other variables. Minority students (coded as
2) had a significant association with academic resiliency scores, compared to white students (p =
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.004). Students who chose health related majors has a significant association with academic
resiliency (p = .004); a negative slope for health majors (B = -1.753) indicated that students who
chose a health major (coded as 1) tended to have higher academic resiliency scores, compared to
students who did not choose a health related major (coded as 2). Grit scores and Academic
Resiliency scores were positively associated, the higher the Grit score indicated that Academic
Resiliency scores were higher.
Table 7D: Multiple regression on Academic Resiliency Scores (dependent)
B
t
p-value

Hours
At least 12
13+
Race
White
Minority
Health Major
Yes
No
Grit

1.143

1.860

.064*

1.215

2.067

.040**

-1.753

-2.941

.004**

.846

14.119

.001**

**p<.05, *.05<p<.01; backward regression
R = .715a, a. Predictors: Grit, Race, Hours, Health Major; R2 = .511

Fall 2020 Academics (GPA)
A total of 243 student GPAs were collected, with the average GPA= 2.92 (SD = 1.01;
minimum = 0.0, maximum = 4.0). Additional information was collected about the Fall semester
including if students withdrew, failed, or took an incomplete for any course(s). About a fourth
(27.4%) of students suffered from some kind of academic struggle (Figure 9). Defined as taking
at least one withdraw, incomplete, or fail on a course. Some students suffered from multiple
academic struggles. A majority of the students, 88.8% (215/242) did not withdraw from any
courses during the Fall 2020 semester. However, 21 students (8.7%) withdrew from one course,
4 (1.7%) withdrew from two courses, and 2 (0.83%) withdrew from four courses during the Fall
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2020 semester. About 10% (24/242) of students failed at least one course during the Fall
semester, while 4.1% (10/242) failed two courses, 2.1% (5/242) failed three courses, 2.5%
(6/242) four courses, and .83% ( 2/242) failed five courses. Only 4.5% (11/242) of students took
an incomplete during the fall semester while 95.5% (231/242) did not.

Figure 8: Indication of an Academic Struggle Including Withdraw, Incomplete, Fail
Final Model: Predicting Academic Success
A logistical regression model (Table 8) was completed to predict academic success using
the significant variables from the multivariate analysis. Success was defined as having a GPA at
the end of the Fall semester of at least a 3.00. A backward logistical regression was completed
and produced 5 iterations. The number of credit hours emerged as a significant predictor,
revealing that students who took at least 13 or more credit hours during the Fall 2020 semester
were 2.6 times more likely to have a higher GPA (at least a 3.00 or higher) than students who
took 12 or less credit hours, controlling for race/ethnicity, Grit score, Academic Resiliency score,
and STEM major.
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Table 8: Multivariate Logistical Regression: Factors Associated with Predicting Academic
Success (dependent)
Unadjusted Unadjusted Odds
Adjusted p- Adjusted Odds Ratio
p-value
Ratio (95% C.I.)
value
(95% C.I)
STEM
Yes
No
Race/ethnicity
White
Minority
Grit
Academic
Resiliency
Hours
12 Hours
13+

.240

1.481 (.769 - 2.850)

N/A

N/A

.174

.661 (.364 - 1.200)

N/A

N/A

.167
.102

.937 (.855 - 1.027)
1.064 (.988 - 1.145)

N/A
N/A

N/A
N/A

.005**

2.414 (1.302 - 4.477)

.002**

2.606 (1.433 - 4.742)

**p<.05; backward logistical regression, 5 iterations

A second model was created to predict the academic success of a freshmen level student
whereby the dependent success variable was not categorized. Here, success was defined
continuously, the higher the GPA indicated more successful. A backwards multivariate linear
regression was used and variables that were significant from the multivariate analysis were
included. Results were excluded for this study due to a very low r squared value (R 2 = .073).
Additional information about the linear regression can be found in Appendix K.
Qualitative Results
A total of 19 interviews were conducted with the average of the interviews lasting 17
minutes and 23 seconds (range between 12:16 - 23.01). Table 9 lists the emergent themes about
high school from the participants.
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Table 9: High School Qualitative Themes and Categories
Themes and
Categories
Perception of
High School
• Easier
•

Difficult

•

Indifferent

•

Mixed

Explanation for
High School Class
Difficulty
• Expectations

•

Overscheduling

•

Personal
Responsibilities

•

Examples

Outcome
Type

“They weren’t particularly difficult throughout the academic
year, like I don’t think my academic years, I like on a scale of
1-5, I think I would give them a 2. They weren’t that hard.”
“I would say they were generally difficult. I took a lot of preAP classes freshman and sophomore year and senior year I
took AP classes as well.”
“They were pretty doable; I just made the mistake of not taking
my freshman year seriously…”
“So, you know, I only had like 4 classes, that wasn’t very hard,
but we did do dual credit classes which of course is the college
in high school and those were a tad bit more difficult my last
semester.”

Positive
Perception

“They moved faster, and they covered more material. They also
I think they tried to reach more of a college level than high
school on level classes.”

Negative

“I took all honors classes, so we were expected to be and go
above and beyond on everything… I was expected to do a lot
more than other students…”
“...they tend to move but faster and so like you have as much
time to like do an assignment and it also made it difficult cause
I was involved in other like extracurriculars”
“Workload... there is a lot of work done on your own…time in
classroom was really just devoted purely to instruction and not
as much to actual completing work…”

“…have to like more self-teaching most of the time”
Online Platform “…converting to the online platform...”

Negative
Perception
Neutral
Perception
Neutral
Perception

Negative

Negative

Negative

“I’m a hands-on learner…”
Importance for
Good grades in
High School
• Goal Oriented

“Help me go to the college I wanted”
“Cause college”
“I wanted to apply to like UT Austin and stuff like that”
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Positive

•

External
Pressure

•

Reward

•

Personal
Benefit

Stressors in High
School
• Full Schedule

•
•

Mental Health
Personal Life

Coping
Mechanisms to
Stress
• Self –
Regulation

“I would be in trouble if I didn’t make good grades. Like they
(parents) expected me to have at least have a 92 or above in all
my classes”
“to be completely honest, I did want a scholarship to college…
I had applied for tons of scholarships that had a minimum GPA
requirement and I just really stressed that on myself to try to
find the balance between everything…”
“I just kind of wanted to meet my own expectations and
continue to make good grades throughout high school, is just
for kind of myself more than anything”

Negative

Positive

Positive

“…Watching your schedule get filled up and trying to kind of Negative
struggling to find time to fit in where you could actually
complete assignments and do things on your own to just meet
those few dates. Honestly, it’s kind of, it reached the point
where you just I can say like in junior year where your kind
of almost become numb, and just kind of accepted that
you’re going to have a lot on your plate and you’re going to
power through it regardless…”
“I’ve had mental health issues, so that was an extra stressor…” Negative
“It wasn’t really the classes so much. It was more like what
Negative
was going on outside of classes. I think it was more about the
atmosphere outside of my classes that was more stressful than
anything”

“I would focus on the positives…”

Positive

“I would tell myself to calm down”
“I would just either just like take a break, step back, listen to
music or something”

•

Therapy

•

Avoidance

•

Emotional
Breakdowns

“…I would like workout like that’s always been like my way to
like cope with anything is like go to the gym”
“I’ve been going to therapy for like 5 years and stuff, so I use
that a lot to help”
“…if I’m going to be honest like yeah, I’m going to be
transparent like alcohol and drug use”
“I feel like I would just like push it like push it aside like push
my thoughts aside…”
“I cried a lot”
“I would have like breakdowns sometimes”
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Positive
Negative

Neutral

“I would let out a good cry”
COVID-19
Challenges
• Decreased
Social
Interactions
• Academics

•

•

•

Lost
Opportunities

“I was used to like…seeing my friends every single day and
suddenly it just changed…”

Negative

“I mean I will say that as we kind of just made this abrupt kind
of rough transition into an online environment that a lot of
teachers were not able to kind of maintain the same standards
of what they’ve done in person, I guess in general kind of a lot
less actual learning going on after we transition…”

Negative

“I wasn’t able to get my license (CNA) because of that and it
kind of messed up everything”
“I was supposed to have my state powerlifting meet and I was
actually ranked second so when that got postponed and
eventually canceled, I felt like that took a huge emotional toll
on me because that was something that like you work for”

Uncertainty

“last chance to like do well in school and also like see people
like my teachers and like my last goodbyes and last experiences
in high school, I didn’t get to go through any of that…”
“I guess the uncertainty and the fear of the unknown…”

Negative
Emotions

“I think the most challenging part has been like because for me
personally it’s been like worrying about my family…”
Uncertainty, sadness, fearful, anxious, distressed, lonely,
depressed, and sad

Negative

Negative

Negative

High School Related Categories
The first category “Perception of High School” was developed from the first two initial
interview questions: “I want you to take a moment to think about your years in high school. In
general, how difficult were your high school classes for you?” and “What about your senior
year? How were your courses your senior year?”. These two questions allowed the researcher to
get a perception of the individual’s high school experience. Fifty percent (5/10) of participants
described their overall perception of high school classes to be easier or not difficult, while only
20% (2/10) described it to be difficult. One individual described his/her perception of high
school to be “pretty doable” (Interviewee: #7054) and this led to the development theme of
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“indifferent”. The remaining 20% (2/10) of participants described their perception of high school
to be mixed. One individual described it as:
“I mean I guess it’s kind of a subjective question gauging difficulty… I guess required
classes really varied, I mean I did have some very demanding like AP and advanced courses… I
could say that the courses I was genuinely interested in… even though they required more time
and effort than traditional high school courses... they helped me to seem more pleasant, it didn’t
seem quite as difficult as I guess some of the other AP courses… (Interviewee: #7290)”
A majority (70%) of individuals described their perception of senior year with positive
words like easier, manageable, and less difficult, and the remaining 30% described it as being
mixed or balanced. One individual described it as:
“My senior year it was a tad bit more difficult, in the aspect of us having to convert to an
online format the second semester. As far as the first half of the year, it was pretty easy, and I
think that’s because my senior year, a lot of my credits were out of the way” (Interviewee:
#7311).
The second category “Explanation for High School Class Difficulty” was developed to
understand and explain why classes were difficult and what made them challenging for the
participants throughout their high school experience. Three out of ten (30%) participants did not
have a response in relation to what made classes in high school challenging. However, 20%
(2/10) reported the expectations imposed on them created challenges for them with their courses.
One participant shared an explanation for why their high school classes were difficult because of
the “faster pace”. However, he/she shared that they were also involved with extracurricular
activities which made it difficult. Therefore, the theme of overscheduling was created to
represent the challenge of classes and extracurriculars. Other words used to explain why classes
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were challenging included teachers’ teaching styles, material, and being a poor test taker. Two
individuals shared a similar explanation related to challenges with the online platform. Both
struggled with managing how to adapt to online classes. Exact statements include:
“I did a bunch of my classes senior year online… I’m a hands-on learner and if I’m not
shown how to do it in front with an example, and then me having to work it out myself…
(Interviewee: #7161)”, and “…what made it more difficult was trying to A) learn how to
navigate the online software and B) learning to kind of think without collaboration (Interviewee:
#7311)”.
The third category “Importance for Good Grades in High School” was developed
based on a ranking question, “On a scale of one to five, 1 being not important and 5 being very
important, in high school, how important was getting good grades to you?” This question
allowed for the researcher to gain an understanding of the importance of doing well in high
school and why. All ten included individuals shared that getting good grades was highly
important to them. Six out of ten (60%) expressed a five, very important, and four out of ten
(40%) expressed a four. Eighty percent (8/10) of participants offered multiple reasons for why
getting good grades in high school was important.
Half of the participants indicated that getting good grades was important because they
wanted to attend college, and they felt good grades would contribute to doing so. This led to the
theme of “goal oriented”. Two individuals described they wanted to attend the UT Austin, while
three individuals described a general statement about wanting to just attend college, at no
specific university or college. Exact statements include:
“I’ve always wanted to go to Austin, like UT in Austin since I was younger, so I knew
how hard it was to get in there… I still tried to maintain like my grades because I wanted to get
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into Austin. Instead of getting automatic acceptance, I did get into the CAP Program”
(Interviewee: #7281).
“And so probably about a four, it was really important for me to get good grades
because I didn’t want to graduate with a really low GPA especially because getting into college,
I know that was one of the things that they are always a requirement, a GPA (Interviewee:
#7161).”
Other statements indicating college importance included, “help me go to like the college I
wanted”, “cause college”, “I want to apply to like UT Austin and stuff like that”.
Over half of the participants (60%) described that good grades were important during
high school because they had some kind of pressure imposed on them. Five indicated that they
had pressure from their parents/family. One participant described it as the following:
“I would be in trouble if I didn’t make good grades. Like they (parents) expected me to
have at least have a 92 or above in all my classes” (Interviewee: #7347). Another participant
experienced a similar pressure as the example above. “I’m the first of six kids so they were like
really strict on me to get good grades. If I made a B it was like the biggest deal in the entire
world and so I was always pushed to get good grades and like, like be smart” (Interviewee:
#7134).
One participant had a unique response, in that he/she felt pressure from his/her peers.
“…I went to a really small school and the general environment was really like academically
focused. It was really focused on like academic achievement, it was never like just do well in
class…” (Interviewee: #7342).
Another theme that developed for importance of good grades in high school was
“Reward”. Three participants had similar explanations that good grades were important to
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obtaining a scholarship. One participant described it as: “to be completely honest, I did want a
scholarship to college… (Interviewee: #7061)”. Another participant described it as: “I had
applied for tons of scholarships that had a minimum GPA requirement and I just really stressed
that on myself to try to find the balance between everything that I did and make sure that grades
came first (Interviewee: #7311)”.
Only one participant described getting good grades was for their own personal benefit.
They described it as the following: “I mean I was kind of just trying to meet my own precedence,
I guess I could say, I mean I didn’t have any like firm consequences if I did not get satisfactory
grades, but I just kind of wanted to meet my own expectations and continue to make good grades
throughout high school is just for kind of myself more than anything, just to continue with how
I’ve been going” (Interviewee: #7290).
The fourth category, “Stressors in High School”, was developed from the following
question, “Now for a moment, I want you to think about things that made you feel stressed in
high school. So, what type of things made you feel stressed?” to get an understanding of their
perceptions of stress in high school. Over half (7/10) of the participants described that they
experienced stress due to full schedules, trying to balance their academics with activities outside
of school. One participant described their stress in a unique way. Their response was described
as:
“…Watching your schedule get filled up and trying to kind of struggling to find time to fit
in where you could actually complete assignments and do things on your own to just meet those
few dates. Honestly, it’s kind of, it reached the point where you just I can say like in junior year
where you kind of almost become numb, and just kind of accepted that you’re going to have a lot
on your plate and you’re going to power through it regardless…”(Interviewee: #7290).
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Another participant described it as the following:
“I took on a decent amount of like interscholastic competitions and like things in addition
to schoolwork so the deadlines for that and like keeping up with my schoolwork and then also
trying to balance a social life on top of that and like getting 8 or 7 hours of sleep at night like all
of those things I felt like at times were almost impossible to do. Like I had to sacrifice one thing
for another (Interviewee: 7342)”
One participant described that they felt stressed due to mental health issues, along with
being bullied by peers. An exact statement includes: “I’ve had mental health issues, so that was
an extra stressor…(Interviewee #7347)”.
Two participants described that they felt stressed due to their personal life. One
participant described it as the following: “It wasn’t really the classes so much. It was more like
what was going on outside of classes. I think it was more about the atmosphere outside of my
classes that was more stressful than anything” (Interviewee: #7161).
The fifth category, “Coping Mechanisms to Stress”, was developed to understand how
participants reacted to their stress during high school. This allowed for the researcher to
understand their coping mechanisms in moments of distress. Half of participants (6/10) described
that they responded to stress in some positive self-regulation coping mechanism. Such activities
included self-talk, looking to the positives, support from friends, reorganizing and planning for
the future, praising the small accomplishments, working out, taking small breaks, and listening to
music. One participant described that he/she looked to professional help through therapy to cope
with his/her stress. He/she described it as “I’ve been going to therapy for like five years and stuff,
so I use that a lot to help (Interviewee: 7161).” Two individuals (20%) described an avoidance
coping mechanism to deal with stress. Exact statements included:
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“…if I’m going to be honest like yeah, I’m going to be transparent like alcohol and drug
use” (Interviewee: #7054) and “I feel like I would just like push it like push it aside like push my
thoughts aside…” (Interviewee: #7342).
Three participants explained that they coped with stress by having an emotional
breakdown to relieve stress. Statements like “I cried a lot”, “I would have like breakdowns
sometimes”, and “I would let out a good cry” were statements expressed from the participants.
There was no response to this question from one individual.
The sixth category, “COVID-19 Challenges”, was developed to understand the top
overall challenges participants had experienced due to the global pandemic. One participant
explained a decrease in social interaction, they described it as “I was used to like…seeing my
friends every single day and suddenly it just changed…” (Interviewee: #7281). However, only
30% (3/10) explained that they experienced academic challenges in relation to the COVID-19
pandemic. Statements about academic challenges included:
“I mean I will say that as we kind of just made this abrupt kind of rough transition into an
online environment that a lot of teachers were not able to kind of maintain the same standards of
what they’ve done in person, I guess in general kind of a lot less actual learning going on after
we transition… (Interviewee: #7290). “ I wasn’t able to get my license because of that and it
kind of messed up everything” (Interviewee: #7134).
Two participants described that they experienced challenges in lost opportunities. In
regard to last chances and activities they looked forward to. One participant was very emotional
and expressed tears while providing his/her response to the researcher. Three participants
expressed statements of uncertainty with the fear of the unknown and their worry for friends and
family that may contract or be impacted by COVID-19. Exact statements in regard to uncertainty
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included: “I guess the uncertainty and the fear of the unknown…” (Interviewee: #7061) and “I
think the most challenging part has been like because for me personally it’s been like worrying
about my family…” (Interviewee: #7342). Almost all participants (7/10) expressed that they had
felt some negative emotions in regard to COVID-19. Negative emotions expressed included
being: uncertain, sad, fearful, anxious, distressed, lonely, and depressed.
Beginning of Fall 2020 Semester College Related Themes and Categories

Table 10: College Related Qualitative Themes and Categories
Differences
between College
and High School
• Increased
personal
responsibilities

•

No Difference

Perception of
Expectations for
Freshman Year
due to
COVID - 19
• Negative
Expectations
•

Increased
awareness
Impact of COVID
– 19 and College
• Increased
awareness

“I definitively think it’s different so far, even though it’s online. I think in
college you kind of have to like keep in check for yourself and just let go
even though you can go at your own pace. Like the teachers know that
you’re adults and that you can take care of yourself and do everything
yourself and of course you can ask them questions, but everything is
again at your own pace and you do all assignments and study for your
tests with like either classmates or yourself. So, so far I definitely think it
is different”
“Honestly not really. I think it’s going to be the same material, especially
I mean I think the most difficult thing about it is going to be having 60
kids in my class”

Neutral

“I felt like I was going to do more things outside of my room”

Negative

“I feel like I haven’t really made that many friends in college”
“I have to be more self-motivated…I already knew that it was going to be
for college but it’s a bit different because everything is online”

Positive

“Being in my room a lot because there’s really nothing to do, it makes
me study more because I’m so bored it’s like the only thing I can do”

Positive

“I’m not in a classroom, so I feel like I can eat and hang out and wear
comfortable clothes and it just it makes me a little bit too comfortable
and so I find myself having to go and study elsewhere on campus to
actually make sure that I’m learning if that makes sense”
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Neutral

•

Decreased
Social
Interactions

Reason for College
• Career/Goal
Oriented

•

Pressure

Reason for
Attending UT
Tyler
• CAP Student
•

Proximity

•

Reputation

“I feel like I definitely had to get along with my roommates and stuff
because they are the people that I’m around 24/7, but like I thought we
were definitely going to go out and do more things and meet new people
and just like hang out more and have all these different experiences but
it’s not like that. No one wants to do that because of what’s going on”

Negative

“I guess more than anything, it’s kind of to prepare myself for my career
goals and just kind of where I want to go in life. I’m going to get into
network administration that sort of thing, informational technology…”

Positive

“Hopefully find like my passion for something and then get a job in that
and like build my career so just for me it’s because I enjoy learning and
enjoy learning new things, I wanted to attend college”
“… it’s always been like ingrained in my mind like you’re going to
college and then as I got older like I just was like yeah I need to go to
college because I thought I’ve always thought it was important to go and
I would be the first in my family to go and my sibling like look up to me
and they need to get the push to go”

“With the CAP program you do of course have multiple options and the
reason I chose UT Tyler is because I wanted to be like on my own but not
too far away from home…”
“It was a good school and it’s close to home, I’m only about 45 minutes
away…”
“I think the academics are great… they also have one of the most
accredited systems in the nation, and so I felt like this would definitely be
my top choice”

The seventh category “Difference between High School and College” was developed
from the question: “Do you feel that college will be different from high school? Or is it different
so far?”. This gives the researcher an understanding of how students are feeling about college at
the beginning of the first semester. A majority of initial participants (8/10) reported “yes” to the
above question, that they felt college will be different from high school. Only one participant
(10%) reported “no”, they did not think college would be different from high school. The exact
statement can be found in Table 10.
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Negative
/Neutral?

Positive

Positive
Positive

Only one participant (10%) had mixed feelings if there would be a difference or not.
He/she described it as:
“It’s different but like I said before I took mainly dual credit classes, so I kind of know
like the gist of everything but the in-person classes are like a lot different than high school”
(Interviewee: #7134).
A majority of participants (7/10) described that it would be different because they have
increased responsibilities both academically and personally. Words like “more self-paced”,
“more independent”, “more workload”, and “hold myself accountable”, are a few phrases
expressed by participants. One participant described it as the following statement:
“I definitively think it’s different so far, even though it’s online. I think in college you
kind of have to like keep in check for yourself and just let go even though you can go at your own
pace. Like the teachers know that you’re adults and that you can take care of yourself and do
everything yourself and of course you can ask them questions, but everything is again at your
own pace and you do all assignments and study for your tests with like either classmates or
yourself. So, so far I definitely think it is different” (Interviewee: #7425).
The eighth category “Perception of Expectations for Freshman Year due to COVID –
19” was created from the initial question, “In what ways do you feel COVID-19 has affected
your expectations for your freshman year?”. This question was asked to help the researcher
understand how COVID-19 may or may not have affected the participants’ college experience. A
majority of participants (9/10) reported having negative expectations toward their freshman year.
Three participants reported that they expected more out of their freshman year. Example
statements included: “I felt like I was going to do more things outside of my room…(#7134)”,
“completely like have a whole new life (#7425)”, “I feel like I haven’t really made that many
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friends in college (#7342)”. Additionally, three participants described that COVID-19 decreased
what they expected towards college, and two of these participants indicated it “lowered their
expectations”. However, three participants had mixed or confused expectations toward their
freshman year. One participant described it as the following:
“I can’t say that exactly like lowered my expectations or anything like that, but I perhaps
more than anything just kind of made it so I didn’t have any clear set expectations just kind of
went into things ready to expect whatever comes my way just I guess in a way just kind of got rid
of my expectations I had that is truly didn’t know what to expect or just how things were going to
go…. (Interviewee: #7290)”
Only one participant described that COVID-19 caused him/her to have an increased
awareness towards his/her freshman year. He/she described it as: “I have to be more selfmotivated…I already knew that it was going to be for college but it’s a bit different because
everything is online” (Interviewee: #7281).
The ninth category “Impact of COVID-19 and College” was developed to understand
how COVID-19 has impacted these participants so far in their college career. Themes were
developed from two questions regarding COVID-19 and their academics and social life. Three
participants described that COVID-19 had little to no impact on their academics. Over half of the
participants (7/10) described that they had some kind of increased awareness in regard to their
academics. Four of these participants described that they had developed better study habits, an
example statement includes:
“Being in my room a lot because there’s really nothing to do, it makes me study more
because I’m so bored it’s like the only thing I can do” (Interviewee: #7134), while two described
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it as having an increase awareness of their academic discipline required for their academics. An
exact statement includes:
“… I’m not in a classroom, so I feel like I can eat and hang out and wear comfortable
clothes and it just it makes me a little bit too comfortable and so I find myself having to go and
study elsewhere on campus to actually make sure that I’m learning if that makes sense”
(Interviewee: #7311)
One participant had negative increased awareness in regard to his/her teacher interaction.
They described it as: “…it feels like really the teachers like really aren’t putting in that much
effort to like make it as like not in person as possible but make it like it was in person and just
like not the same. Like I’m striving in my in-person class but like the online stuff is just like
another thing “ (Interviewee: #7134).
Over half of the participants (70%) reported that they had some kind of decreased social
interactions among their peers during their freshman year because of COVID -19. However, one
participant described it in a unique way:
“I feel like I definitely had to get along with my roommates and stuff because they are the
people that I’m around 24/7, but like I thought we were definitely going to go out and do more
things and meet new people and just like hang out more and have all these different experiences
but it’s not like that. No one wants to do that because of what’s going on” (Interviewee: #7134).
The tenth category “Reasons for College” and the eleventh “Reasons for Attending UT
Tyler” were developed to get an understanding of why the participants were attending college
and why exactly they were at UT Tyler. These themes helped the researcher understand the
motivation and purpose behind why these participants were seeking higher education. Six
participants described that they were attending college because they were career/goal oriented.
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Three identified that they were career driven, while three other participants identified they were
goal oriented. Example statements include:
“I guess more than anything, it’s kind of to prepare myself for my career goals and just
kind of where I want to go in life. I’m going to get into network administration that sort of thing,
informational technology…” (Interviewee: #7290).
“Hopefully find like my passion for something and then get a job in that and like build my
career so just for me it’s because I enjoy learning and enjoy learning new things, I wanted to
attend college” (Interviewee: #7425).
Interviewee #7425 reported a unique response for why he/she was attending college.
He/she reported the word “learning”, five times in his/her response. His/her goal for attending
college was to continue the path of being a life-long learner. Two participants described their
main reason for attending college to be from pressure imposed on them. Exact statements
include:
“… it’s always been like ingrained in my mind like you’re going to college and then as I
got older like I just was like yeah I need to go to college because I thought I’ve always thought it
was important to go and I would be the first in my family to go and my sibling like look up to me
and they need to get the push to go” (Interviewee: #7134)
“…neither of my parents did attend college… I think it’s always been something that like
they’ve that like I wanted for myself just like I guess I can make them proud…” (Interviewee:
#7281).
Two alternative explanations for attending college included personal benefit, and a
natural extension from high school.
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Almost half (40%) of the participants reported that they were attending UT Tyler because
they were Coordinated Application Program (CAP) students. CAP students are students who
attend an alternative university in the UT System, complete a full year and then transfer into the
UT Austin. An example statement of this includes: “With the CAP program you do of course
have multiple options and the reason I chose UT Tyler is because I wanted to be like on my own
but not too far away from home…” (Interviewee: #7281). Other themes for why participants
attended UT Tyler included proximity and reputation. Distance from their homes played a large
role in their choice to attend UT Tyler. Six participants reported that proximity played a factor in
their choice. While six participants also described reputation to be an important factor.
Reputation included researching for appropriate programs and degrees, as well as the financial
support the university offered.

The next chapter discusses the connections of the results, including a comparison and
contrast between quantitative and qualitative findings, considering other published studies. I also
mention the strengths and limitations of the study, as well as future recommendations for
research in this area.
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Chapter 5
Discussion
This study aimed to determine if Grit and Academic Resiliency can be used as measures
in predicting academic success in College/University freshmen. Likewise, this study sought to
identify a reliable tool in predicting academic success, that can be used prior to the start of the
student’s first semester.
In this study the null hypothesis was accepted, and the alternative hypothesis was
rejected. Grit did not predict academic success nor did academic resiliency. Only the amount of
credit hours (12+ hours) a student completed was predictive of academic success. Although
surprising, it is important to note that the results from this study may be different if Grit and
Academic Resiliency were to be studied during a time when there is not a global pandemic, like
COVID-19.
Main Findings
Quantitative
Participants and Demographics
Of the participants in this study, 34% were male and 65% were female. The national
average sex proportion first-time degree seeking freshmen, as of 2018, is 42.0% for males and
45.2% for females (“American College Testing Program”, 2019). While the female proportion
for this study is higher than the national average, it is similar to past proportions of students
entering UT Tyler. The 2019-2020 freshmen class was composed of 43.8% males and 56.2%
females, and the entire UT Tyler ungraduated student proportion was 42.9% male and 57.1%
female. The 2020 freshmen class was also comparable to the total undergraduate classes at UT

68

Tyler who identified as being white (48.5% for 2020 Freshmen class to 57.2% for 2020 UT Tyler
entire undergraduate population).
The average Grit score for the participants of this study was 3.61 (SD = .62, range 1.75 –
5.00). Grit scores had a significant association based on student’s major, and the best predictor in
determining a student’s level of Grit was based on his/her career path/major choice. Students
who were either pursuing a STEM related major/career or a health-related major/career were
more likely to have higher levels of Grit compared to other students. Similar findings were found
for Academic Resiliency scores in students (there was a significant association between
Academic Resiliency scores and a student’s major). Again, the best predictor in determining a
student’s Academic Resiliency score was based on their career path/major, similar to Grit level
as described above.
When predicting academic success, the number of credit hours a student took was the
best predictor for academic success. The number of credit hours was significant, revealing that
students who took at least 13 or more credit hours during the Fall 2020 semester were 2.6 times
more likely to have a higher GPA (at least a 3.00 or higher) than students who took 12 or less
credit hours, controlling for race/ethnicity, Grit score, Academic Resiliency score, and STEM
major. This may have indicated that the student was “all in” with the choice of attending college,
which may have increased their desire to succeed.
Qualitative
The transition from high school to college can be an exciting and difficult milestone for
any freshmen student, but especially challenging during a global pandemic. Participants of this
study shared his/her experiences of high school, effects from COVID-19, thoughts about their
journey through the beginning of their College freshmen year, and thoughts on success. These
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detailed interviews provided insight to how Grit and Academic Resiliency can be applied based
on participants encounters and perceptions of challenges during life, and how this could be
applied towards future success.
Participants of this study have encountered a traumatic event including COVID-19. The
pandemic has impacted many students both positively and negatively. In some ways, the
pandemic has taught students to persevere and push through the challenges set before them,
which can build Grit and Academic Resiliency. In addition, the pandemic has also served as a
learning experience and has challenged students to think about success and what it takes for them
to be successful. Despite the challenges they have faced like the current COVID-19 pandemic,
and future challenges, students who want to be successful will take life’s challenges and learn
from them.
Academics
Academically, the Fall 2020 freshmen class was above the national average for both the
SAT (“SAT Results…”, 2019) and ACT (“Profile Report…”, 2020). UT Tyler students averaged
a composite score of 1127 compared to the national 1059 for the SAT, and a composite score of
23 compared to the national 20.7 for the ACT. The proportion of different majors based on UT
Tyler colleges were similar to that of the total undergraduate student body. Arts & Science:
20.9% Freshmen vs. 18.7% entire, Nursing & Health Sciences: 34.3% Freshmen vs. 29.7%
entire, and Business: 16.7% Freshmen vs. 21.7% entire. UT Tyler, 2019).
Quantitative, Other Findings
Grit
Grit is defined as passion and perseverance for long term goals. It is the ability to hold
steadfast toward these goals even in the face of challenges, or when the process is halting or slow
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(Duckworth, 2016). Grit is composed of Consistency of Interest (which equates to passion) and
Perseverance of Effort (which equates to perseverance). This study found no association
between Grit and sex, which contradicts current research. Some studies conclude that females
have a higher level of grit compared to their male counterparts (Christensen & Knezek, 2014;
Kannangara et al., 2018). Other studies have shown no difference in grit scores based on sex
(Batres, 2011). This study found a marginal association (p = .098) in the mean Consistency of
Interest, female students had slightly higher scores in Consistency of Interest Grit scores (12.91)
compared to their male counterparts (12.15). Although it was not significant, these results
support the work of Jaeger et al. (2010). These researchers concluded that female students, and
especially first year students, had higher Consistency of Interest scores, in comparison to males,
suggesting that female students are more likely to continue with and be interested in their majors,
in comparison to male students (Jaeger et al., 2010).
Little research is reported on the differences of Grit based on race or ethnicity. My study,
however, found a marginally significant (p = .089) difference in the mean Grit score based on
race/ethnicity. Specifically, black/African American students had slightly higher mean Grit
scores compared to other students, and a significant association with mean Perseverance of
Effort scores (p = .041). Current research is mixed on whether there is a difference in the level of
Grit one has and his/her race, as some studies indicate there is no difference (Bowman et al.,
2015; Hill et al., 2016). However, other studies report that those who identify as white have
significantly higher Grit scores compared to non-white individuals (Miller-Matero et al., 2018),
but no research is found showing other ethnicities with higher Grit scores. Only one study was
found looking at Grit levels in solely black individuals. Strayhorn (2014) looked to see if grit
played a role in explaining black collegians academic success at predominantly white
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institutions. Results indicated that yes, grit does play a role in one’s achievement, and this could
explain the results of black/African American students in this study having higher Perseverance
of Effort scores compared to other students. Therefore, while this study supports the notion that
Grit can predict achievement (Duckworth & Quinn, 2009), further research is needed due to the
limited studies specifically looking at Grit based on one’s indicated race.
Research has suggested that individuals who are perceived as “grittier” are more likely to
be persistent and diligent, not discouraged by setbacks or failure, and tend to be more focused on
goals or projects and are more likely to complete tasks (Bazelais et al., 2016; Robertson-Kraft &
Duckworth, 2014). This study found that students who picked a major in the College of Nursing
and Health Sciences were more likely to have higher Grit scores compared to other majors. This
supports one study’s finding that medical students have higher levels of Grit (Miller-Matero et
al., 2018), as well as the role Grit has had in other medical and health professions (Stoffel &
Cain, 2018). Many students who choose majors within the College of Nursing and Health
Sciences at UT Tyler, hope to continue on to some other higher level degree plan, which can
include medical school, physical therapy programs, nursing programs, or other health related
programs. Students are familiar about the expectations and what it takes to get into these
programs (maintaining high GPA, observational hours, etc.) and are willing to push themselves
and weather the storms that may arise in the hope of reaching their ultimate goals.
This study found that, in two of the multiple regression models in predicting grit, no
demographic variables were predictive of Grit. When checking for sex and race effects, neither
variable had any significance. These results support the work of Warren and Hale (2020) who
conducted a study predicting Grit and resilience based on a student’s academic rational belief,
and also found that demographic variables show no significance in predicting grit or resiliency.

72

The only predictive variable of grit in these two models were whether students were in a STEM
related major or a health related major.
More students are becoming interested in pursuing a profession in the field of STEM
(science, technology, engineering, and mathematics), and it is estimated that there will be an
urgent need for STEM graduates to help maintain the economy (“Deloitte and The
Manufacturing Institute”, 2018). One reason why STEM related majors may be predictive of Grit
could be the difficulty and required skills that are taught and fostered within such programs.
STEM courses are also perceived as being “more difficult”, which already sets the tone for the
expectations of students, therefore forcing students to have the mentality that they need to work
harder in order to be successful (Heilbronner, 2011; Sithole et al., 2017). Although STEM
disciplines may be more difficult and that there is no guarantee of success in such programs,
students are willing to take that risk to achieve their goal (i.e., A certain profession, high paying
job, personal interest). This may explain why STEM majors in this study are more likely to have
higher levels of Grit.
Similar explanations could be said for why health related majors are also more likely to
have higher grit scores, compared to non-health related majors. Health related majors require
similar discipline, students are expected to work hard, and knowledge continuously builds upon
itself. Students must learn to make connections among multiple disciples of the science courses
and make sense of information that can be both challenging and complex (Feder, 2005). Often,
health majors hope to continue to graduate level or other programs in hopes of becoming a health
professional. Therefore, students pursuing a career in health fields have an understanding that
they need to make good grades to be successful getting into specific programs and going on to
pass stringent exams required for licensure in their chosen field. Students are aware of the drive
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and discipline that may accompany entering into medical-related programs, which often requires
a competitive GPA. However, a level of motivation is often instilled, much earlier in students
seeking a health related career because the journey can take hard work and persistence to reach
their ultimate goal (Goel et al., 2018). There is no guarantee of getting into health career
programs, and sometimes students have to go through several rounds of applying before they are
finally accepted, experiencing failure and adversities. The grittier individuals continue to persist
despite the disappointing outcomes of not being accepted (Stoffel & Cain, 2018).
Academic Resiliency
Academic Resiliency is defined as a student’s ability to recognize and overcome acute to
chronic academic challenges that one may experience during their first year of college (Martin,
2013). Academic Resiliency was composed of three subconstructs including Academic control,
coping, and self-efficacy. There was no difference in Academic Resiliency scores when tested
against basic demographic information. These findings support the work of Chisholm-Burns et
al. (2019), who found similar results in pharmacy students based on race and ethnicity. However,
they did find that there was a difference in academic resiliency based on gender. The researchers
suggest that there could be a gender difference in academic resiliency as well as the year in the
program. These findings contradict the results from this study. This study also found that
students who picked a major in the College of Nursing and Health Sciences were more likely to
have higher Academic Resiliency scores compared to other majors. This supports the work of
Hwang and Shin (2018).
This study found a significant relationship between race/ethnicity and a student’s level of
academic control. Black/African American students had significantly higher academic control
scores in comparison to other students. One reason for this finding could support the work of
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(Brooms, 2019). Those researchers sought to understand the educational expectations of black
male students across their high school years and transition year to university. They concluded
that academics was driven by motivation, determination, and drive. Therefore, these students
were motivated to perform well academically and felt compelled to take responsibility for their
actions in regards to academics (Brooms, 2019).
This study found that, in two of the multiple regression models in predicting Academic
Resiliency, the only predictive variable was the major/career path students chose. When
checking for race and the number of credit hours, neither variable had any significance. The only
predictive variable of Academic Resiliency in these two models were whether students were in a
STEM related major or a health related major.
Academic Success
The results from this study show that several variables could help in predicting a
Freshmen student’s academic success at the end of a semester. This study shows that the number
of credit hours a student takes during the semester serves as a predictor in academic success; the
more credit hours a student takes, the more likely he/she will have a higher GPA at the end of the
semester. While this is a surprising finding, an explanation for this could be that students who are
more dedicated to their academics will be more invested in their educational experience and
overall success. Belfield, Jenkins, and Lahr (2016) found that credit hours for the first semester
of college sets the “momentum” for a student’s remaining academic time. They found that
students who had “higher momentum” (took at least 15 or more credit hours) was predictive of
academic completion (Adelman, 2006). This suggests that students who take more credit hours
than the minimum to be a full-time student (12 credit hours) will be more likely to further
continue and succeed in graduating from their programs. Therefore, students who take more
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credit hours are more likely dedicated to their programs and are invested in their educational
success, ultimately leading to a higher GPA.
The findings from this study support the work of Szafran (2001). There is a positive
relationship between course load and the likelihood of success. These results indicated that
students who registered for more credit hours (higher credit load) tended to have a higher GPA
both at the end of the first semester and at the end of the first year, in comparison to students
who took a lighter credit load (Szafran, 2001).
Although research has suggested that SAT and ACT scores serve as a predictor for
academic success for college students, research is suggesting that high school GPA may be the
better predictor for academic success. Although this was not fully explored in this study, research
is suggesting that high school GPA is the better predictor for college completion (Saunders et al.,
2018).
Qualitative, Other Findings
The qualitative portion of this study was used to find support of the quantitative findings,
in relation to Grit, Academic Resiliency, and Academic Success. On the other hand, the
qualitative findings also provided answers that the quantitative results were not able to
demonstrate. For example, while Grit and Academic Resiliency were quantified, the interview
portion of this study was used to better understand how students were struggling, and how these
struggles could ultimately lead to building skills of Academic Resiliency and Grit.
Grit and Academic Resiliency
The qualitative categories that were analyzed to better understand the students high
school journey included Perception of High School, Explanation for High School Class
Difficulty, and Importance for Good Grades in High School. The discussion around these themes
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showed that students perception of high school was varied based on their class choices.
Participants who took AP courses perceived their high school academics to be more challenging
in comparison to students who took regular leveled classes. However, many students did express
that the overall difficulty of high school was not necessarily based on the curriculum itself, but
more due to other factors. Themes developed included expectations, overscheduling, personal
responsibilities, and online platform. The themes developed from these categories support the
notion that navigating high school is challenging (Mizelle & Irvin, 2000), and students associate
good grades with success.
Participants of the interviews also expressed negative stressors during high school. Which
is not surprising, given that 70% (7/10) participants expressed that a full schedule was a major
stressor. Stressors for participants of this study included full schedule, mental health, and
personal life. Such themes support the work of other research (Jackson et al., 2000; Kimball &
Freysinger, 2003; Lee et al., 2005). While these types of stressors are not new for students, a
unique additive to these stressors was the impact these participants faced in light of the COVID19 pandemic. Senior year is supposed to be filled with making life-long memories of “lasts” with
friends and family. Seniors are wrapping up their experiences of high school both academically
and socially, celebrating and saying “goodbye” to friends and family as they get ready to go off
and experience a new journey which can include going off to college. However, seniors amidst
this pandemic have suffered traumatically from the impacts of COVID-19. Participants from this
study expressed challenges including decreased social interactions among their friends,
challenges academically, loss of opportunities, fear and uncertainty, and feelings of negative
emotions associated with the pandemic. These themes support another qualitative study by Gupta
and Agrawal (2021), who concluded similar themes for students in regards to COVID-19.
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Research offers that public health emergencies, including COVID-19, can leave lasting
psychological effects (Akhtarul Islam et al., 2020; Mei et al., 2011). Previous research suggests
that one in three college freshmen students suffer from mental health related problems
(Bruffaerts et al., 2018), however due to the current COVID-19 pandemic, the number of
students affected emotionally and psychologically is projected to be much higher. One study
concluded that at least 58% of their participants suffered from at least mild anxiety due to the
current pandemic (Perz et al., 2020). While another study found 22.4% suffered from severe
distress, 24.7% high levels of perceived stress, and 16.1% severe depression (Wathelet et al.,
2020). Therefore, suggesting there is a higher prevalence of mental health issues among college
students than average.
Despite experiencing and suffering from negative challenges associated with the current
pandemic, participants still continued on to higher education. Even with the uncertainty spiraling
around the world, especially in the way higher education would be facilitated, these participants
continued to seek their educational goals. The categories that were used to help understand the
students motivations for attending college, despite the current pandemic, included the themes
Reasons for College and Reasons for Attending UT Tyler. The discussions around these themes
concluded that students were still motivated and driven to attend college and reach their goals.
Students were and are willing to push through challenges to get closer to their goals in spite of
the current conditions and the unknown that has been associated with the current pandemic.
Through the conditions of not being able to attend in-person classes regularly, meet, see, or
socialize with friends, and having to navigate a newer platform of online learning. Students still
persisted. This offers an explanation that although what has occurred due to COVID-19, students
are building their resilience and grit without even realizing it. These students have experienced

78

hardships in their academics but also in their personal life, which has bled into their beginning
college experience. However, they were still willing to push through and continue on through
their education. For example, COVID-19 forced students to re-evaluate what they thought they
knew and were ready for in higher education (Bestiantono et al., 2020). Higher education was
flipped on its head. Face-to-face activities and interactions were limited or even halted, and
teaching was forced to an online platform (Zhu & Liu, 2020). Participants of this study expressed
that they were forced to adapt in ways to become more accountable and responsible for personal
and academic reasons, while still facing challenges due to COVID-19.
Student Success
Ultimately, the pandemic is serving as a learning experience for students. That is,
students have experienced a traumatic event that has forced them to build qualities to become
more resilient, and specifically academic resilient, as well as qualities of grit including
perseverance for their long-term goals. Sixty percent (6/10) of participants from this study
reported that they were attending college because they were either career or goal oriented. In the
face of the current pandemic, students could have deferred or opted out of college. However,
these participants decided to still attend college. This is a testament to their desire to reach their
goals. They were forced to find ways to adapt and cope with the ever-changing circumstances
surrounding COVID-19 both personally and educationally, in order to continue to pursue their
goals. This notion supports the work of (McLafferty et al., 2012) who concluded that resilience
can help students better cope with university, and can be described as a predictor factor in doing
so.
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Limitations & Strengths
Quantitative Limitations
First, the method of recruitment for participants in this study was done through
convenience sampling, which may increase bias. A second limitation is, only freshmen students
at the UT Tyler were eligible to participate. Freshmen students at UT Tyler may not represent the
average general college population, limiting the generalizability of this study.
A third limitation includes the format of the quantitative survey. There was a total of five
fill-in-the-blank questions, which could be perceived as too many. Research suggests that the
fewer fill-in-the-blank questions you ask in a survey, the better (Nieten, 2015). This could be one
reason why students failed to finish or complete the online survey, resulting in respondent
burden (Needham & Vaske, 1999). Another limitation of this study is the number of students
who failed to complete all portions of the quantitative survey (complete response rate = 29.8%).
This ultimately limited the number of total participants and the sample size was smaller than the
intended number, reducing the power of analysis.
Another limitation of the survey includes potential recall bias in obtaining SAT and ACT
scores. Questions referring to SAT, ACT, and high school GPA could have been a challenge for
participants to remember, therefore leading to inaccurate data.
Quantitative Strengths
One major strength of this study is the response rate of the quantitative survey. About
30% of the total freshmen population at UT Tyler participated, which is on the higher range of
the average response rate for online surveys (between 20-30%) (Saleh & Bista, 2017). Reasons
for the higher response rate could include the survey being administered through email by an
authority figure (Administrative assistant of the Department of Health and Kinesiology) and the
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timing of the survey being emailed. The survey was emailed during the summer months prior to
the start of the Fall 2020 semester.
Another strength of this study includes the level of controlling for possible confounders
in data analysis. The researcher was able to control several variables in order to predict the
outcome variable of academic success.
Lastly, the sample size was a strength of the study.
Qualitative Strengths and Limitations
One strength of the qualitative section of this study is the researcher’s method of
recruitment. It was randomized, and the researcher was able to have 19 of the intended 20
interviews completed. While a limitation of qualitative research could be social desirability, in
that participants answered interview questions in a way they believed the researcher wanted to
hear, a second strength of the qualitative portion of this study is the mitigation of such bias. The
researcher created a level of comfortability for the participants. Due to the nature of interviews
itself, the researcher made participants feel welcomed and comfortable discussing the questions,
despite the results being recorded. In general, qualitative research can be more responsive to
changing situations. In the case of this study, the participants were able to express their
experiences in relation to the pandemic, which at the time the research protocol was conceived
and proposed had not been a topic of conversation or concern.
Lastly, another strength is the use of colleagues to sift through a large volume of the data
and form a more thorough understanding of themes in a standardized fashion, avoiding any
personal bias in the principal investigator.
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Mixed Methods
A mixed method design of quantitative and qualitative methods was used. The
Qualitative method of using one-on-one interviews allows for the researcher to discover new
ideas and challenges participants are facing. The quantitative portion of the study allows
statistical inference from samples to larger populations, and strengths of relationships between
variables can be measures and assessed. Therefore, a mixed methods approach triangulates
between both, and enhances the validity of the findings.
Future Research Recommendations
Future research on the relationship between Grit and Academic Resiliency on academic
success in college students is still needed. While this study included only college freshmen,
future studies should investigate both in freshmen and other classes of college students, in order
to get a generalized understanding of how Grit and Academic Resiliency can be used as
predictors for academic success. Studies should not be restricted to specialized majors or career
paths, in order to understand how different students could be “grittier” or more resilient.
A clear definition of “academic success” should be established as success can be defined
ambiguously. For example, one student may say academic success is passing all courses, while
to another student it means passing with all A’s in their courses. It would be beneficial to hear
how college students define “academic success”. This could be accomplished in future works
through a survey question or through focus groups/interviews.
Future research should also account for stressors associated with college and the lasting
effects of the COVID-19 pandemic on current college students, especially with this Freshmen
college class who experienced the pandemic in their last year of high school. An understanding
of how these students have been impacted would be beneficial to know, so that interventions can
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be developed to help them cope with the stressors and trauma that the pandemic has inflicted on
them.
Interventions with educators can also help to prepare students for future academic
success. Educators are great influencers on their students, and they can help students learn and
become academically successful. Interventions can include targeting what “success” is for their
students and helping them make steps and goals towards that. It is also important for students to
learn and recognize that reaching success is not always an easy path. There will be failures and
hardships along the way, but it is important that students learn and continue to push themselves,
despite the advertises.
Research should develop education methods that helps to build resilient and gritter
students.
Conclusion
The null hypothesis of this study was accepted. Grit and Academic Resiliency were not
predictors of academic success. The best predictor for academic success (defined as a 3.00 GPA
or above) was the amount of credit hours a student completed. However, the best predictor of a
student’s level of Grit and Academic Resiliency was the major/career path a student chose to
follow. While Academic Resiliency and Grit were not significant predictors for academic
success, these character qualities can still be important for the success of students. Interestingly,
students involved in this study are pursuing their academic and personal goals through the
current COVID-19 pandemic, and these implications of COVID-19 in regard to education could
be long lasting. Therefore, suggesting this current pandemic could influence a student’s level of
Grit and Academic resiliency, or hinder it. Either way, the current pandemic has impacted these
students, and it is important for both educators and future researchers to recognize this. Further
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research needs to be done to understand the trauma that these students have faced, and
interventions need to be developed to help them learn to cope and develop skills to adjust to the
current educational environment and continue to pursue their academic goals and ambitions.
Personal Note
Everyone faces challenges and discomfort during his/her thesis journey. For me
personally, it was an impactful, yet very rewarding experience.
During the planning stage, I did not anticipate a global pandemic would ever occur, nor
influence my study the way it did. I originally was ready to complete my study interacting with
all the incoming freshmen students. I had the approval from required personnel and all my
materials ready to go, then the COVID-19 pandemic hit. At first, I was optimistic. I knew
COVID-19 would impact my study in some ways, but never to the extent it did. I went from fully
ready to engage with students and attend Swoop Camps, to no longer having support from the
engagement office and having to come up with several alternative plans to collect my data. It
was discouraging to say the least. I knew changes and hick ups were going to accompany me as I
completed this study, but never imagined the magnitude I faced.
Through each of the interviews I completed, I found myself off-loading the emotions and
challenges these students were facing to myself. After almost each interview, I was saddened by
the words they were telling me. It almost felt as if no one had truly asked them how they felt
about everything that was going on (i.e., High school ending, COVID-19, COVID-19 impacts,
and college). I felt the participants of my study were almost “word vomiting” to me. That is,
wanting to tell me all the details of what was going on and how they really felt about it.
I also knew this study was seeking to measure Grit and Academic Resilience in my target
population of college freshmen, but I found myself questioning my own level of Grit and
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Academic Resilience. I knew completing this thesis was something I wanted, but at times it felt
difficult to see the end. There were moments of existential questions. Can I really do this? Will it
be worth it in the end?
To the questions above, the answers are yes and yes. Yes, I can finish this, and yes it will
be worth it in the end. While it was a little discouraging to see that Grit and Academic Resiliency
did not have any predictive value in academic success, I still believe they are qualities we should
all learn and try to instill in ourselves. Hopefully, this study can help pave a way for educational
reform: Finding ways and interventions to better serve the students in education.
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Researcher: Hi! Thank you all for being here today and for participating both in this study and
todays interview. If you forgot who I am, my name is Julianna Boyle and I’m a graduate student
here at UT Tyler. You can call me JJ if you have any questions or concerns as we move forward.
Are you ready to start?
Participant: Yes or No
Researcher: *If yes*
Thank you for taking the time out of your day to be here. Today we will be talking about your
time and your experiences through high school. My name is Julianna Boyle and I'm a graduate
student in the Health Sciences program at UT Tyler. You can call me JJ if you have any questions
or concerns as we move forward. You were invited to today's discussion because you
participated in an online survey and agreed to participate if randomly selected. So, in today's
discussion there are no right or wrong answers and I will be asking a list of questions and
encourage you to respond honestly and openly. Today's interview will be recorded for research
purposes but will remain confidential. Your name will not be used in any reports and our
discussion today will not be identifiable to others. Everything will be completely confidential,
so, if at any moment you wish to stop or leave the discussion you may do so. Do you feel
comfortable to begin?
Participant: Yes or No
Researcher: *If yes*
First things, I ask that you please state your first name and last initial.
*If no*
Thank them for their time and their willingness to participate in part of the study.
Participant: States first name and last initial
Researcher: Thanks participant and begins to facilitate discussion by asking the first question.
Participant: Discussion occurs
Researcher: Once all questions have been discussed, researcher will thank everyone for their
time and thank them for being there. Researcher will then ask if they will be willing to
participate in a second interview. If yes, will ask the best way to contact them to schedule it. And
if they have any questions or concerns after they leave the interview, they are welcome to contact
the researcher via email or cell phone.
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Appendix E: Original Surveys and Questionnaires-ARS-30 and Grit Scale

Academic Self-Efficacy and Efficacy for Self-Regulated Learning
(Adapted from Zimmerman, Bandura, & Martinez-Pons, 1992; Chemers, Hu, & Garcia, 2001)

Name: __________________________
Directions: Please indicate how much confidence you have that you could
successfully accomplish each of these tasks. Circle the number according to the
following 5-point confidence scale.
Confidence Scale:
No Confidence
Very little
Some
Much
Complete
at all
confidence
Confidence
Confidence
Confidence
1
2
3
4
5
How much confidence do you have that you can successfully:
1

Finish homework assignments by deadlines?

1

2

3

4

5

2

Study when there are other interesting things to do?

1

2

3

4

5

3

Concentrate on school subjects?

1

2

3

4

5

4

Take class notes of class instruction?

1

2

3

4

5

5

Use the library to get information for class assignments?

1

2

3

4

5

6

Plan your schoolwork?

1

2

3

4

5

7

Organize your schoolwork?

1

2

3

4

5

8

Remember information presented in class and textbooks?

1

2

3

4

5

9

Arrange a place to study without distractions?

1

2

3

4

5

10

Motivate yourself to do schoolwork?

1

2

3

4

5

11

Participate in class discussions?

1

2

3

4

5

Directions: Please use the scale below to respond to the following 8 items.
Very
Untrue

Very
True

1
2
3
4
5
__ 12 I know how to schedule my time to accomplish my tasks.
__ 13 I know how to take notes.
__ 14 I know how to study to perform well on tests.
__ 15 I am good at research and writing papers.
__ 16 I am a very good student.
__ 17 I usually do very well in school and at academic tasks.
__ 18 I find my academic work interesting and absorbing.
__ 19 I am very capable of succeeding at this college.
Jerry Rudmann, Coastline College (714-241-6338)
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6

7

The Academic Resilience Scale

Scoring of positively phrased items was reversed so that a high ARS-30
score indicated greater academic resilience. With each of the scale items
weighted equally, the global ARS-30 score, achieved by summing
responses to the 30 individual items, has a theoretical range of 30–150.
1. I would not accept the instructor’s feedback.
2. I would use the feedback to improve my work.
3. I would just give up.
4. I would use the situation to motivate myself.
5. I would change my career plans.
6. I would probably get annoyed.
7. I would begin to think my chances of success at the university were poor.
8. I would see the situation as a challenge.
9. I would do my best to stop thinking negative thoughts.
10. I would see the situation as temporary.
11. I would work harder.
12. I would probably get depressed.
13. I would try to think of new solutions.
14. I would be very disappointed.
15. I would blame the instructor.
16. I would keep trying.
17. I would not change my long-term goals and ambitions.
18. I would use my past successes to help motivate myself.
19. I would begin to think my chances of getting the job I want were poor.
20. I would start to monitor and evaluate my achievements and effort.
21. I would seek help from my instructor.
22. I would give myself encouragement.
23. I would stop myself from panicking.
24. I would try different ways to study.
25. I would set my own goals for achievement.
26. I would seek encouragement from my family and friends.
27. I would try to think more about my strengths and weaknesses to help me
work better.
28. I would feel like everything was ruined and was going wrong.
29. I would start to self-impose rewards and punishments depending on my
performance.
30. I would look forward to showing that I can improve my grades.
Cassidy, S. (2016). The Academic Resilience Scale (ARS-30): A new
multidimensional construct measure. Frontiers in Psychology, 7, 1-11. doi:
10.3389/fpsyg.2016.01787
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Appendix F. Interview Protocol/Script

Researcher: Hi! Thank you all for being here today and for participating both in this study and
todays interview. If you forgot who I am, my name is Julianna Boyle and I’m a graduate student
here at UT Tyler. You can call me JJ if you have any questions or concerns as we move forward.
Are you ready to start?
Participant: Yes or No
Researcher: *If yes*
Thank you for taking the time out of your day to be here. Today we will be talking about your
time and your experiences through high school. My name is Julianna Boyle and I'm a graduate
student in the Health Sciences program at UT Tyler. You can call me JJ if you have any questions
or concerns as we move forward. You were invited to today's discussion because you
participated in an online survey and agreed to participate if randomly selected. So, in today's
discussion there are no right or wrong answers and I will be asking a list of questions and
encourage you to respond honestly and openly. Today's interview will be recorded for research
purposes but will remain confidential. Your name will not be used in any reports and our
discussion today will not be identifiable to others. Everything will be completely confidential,
so, if at any moment you wish to stop or leave the discussion you may do so. Do you feel
comfortable to begin?
Participant: Yes or No
Researcher: *If yes*
First things, I ask that you please state your first name and last initial.
*If no*
Thank them for their time and their willingness to participate in part of the study.
Participant: States first name and last initial
Researcher: Thanks participant and begins to facilitate discussion by asking the first question.
Participant: Discussion occurs
Researcher: Once all questions have been discussed, researcher will thank everyone for their
time and thank them for being there. Researcher will then ask if they will be willing to
participate in a second interview. If yes, will ask the best way to contact them to schedule it. And
if they have any questions or concerns after they leave the interview, they are welcome to contact
the researcher via email or cell phone.
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Appendix G: Quantitative Questionnaire Survey QR Code
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Appendix H: IRB Approvals
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Appendix I: Email Sent to All Freshmen Students
Subject: Participation Requested
Good afternoon,
You are receiving this email because you’re planning to attend UT Tyler this Fall, and will be a
New Patriot! Your participation is requested to complete the following survey. You can complete
the survey either by clicking the link below or scanning the attached QR code with the camera on
your phone.
https://uttyler.az1.qualtrics.com/jfe/form/SV_57NMe2pkTcQo9RH
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Appendix J: List of Students Contacted for Interviews

Contacted by Email
8/31/20
7036
7038
7074
7109
7196
7129
7249
7290
7310
7317
7335
7374
7421
7427
7138
7252
7123
9/1/20
7257
7376
7433
7346
8027
7033
7110
7334
7118
7178
7255
7307
7312
8137
8076
7316
8109
8105
8117

Contacted by Phone Number

No Response
No Response
No Response
No Response
No Response
Yes, interviewed 9/8/2020 at 3:15 PM
No Response
Yes, interviewed 9/8/2020 at 4:00 PM
No Response
No Response
No Response
No Response
No Response
No Response
No Response
No Response
No Response
No Response
No Response
No Response
No Response
Yes, then changed mind and said no
No Response
No Response
No Response
No Response
No Response
No Response
No Contact information
No contact information
No contact information
No contact information
No contact information
No contact information
No contact information
No contact information
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9/2/2020
7161
7339
7109
7289
8068
7247
7431
8034
7318
8016
7186
7234
7181

Yes, interviewed 9/3/2020 at 12:00 PM
Not interested, no longer at UTT
Not interested
No response, left message
No response, left message
Not interested
No response, left message
Not interested
No response, left message
No response, left message
No response, left message
No response, left message
No response, left message

Contacted by Text Message
9/1/20
8071
7386
8056
7031
7261
7127
7452
7283
7176

Contacted by Text Message

9/7/2020
Not interested
7342
No response
7047
No response
7335
Yes, scheduled interviewed, never
7038
showed
No response
7267
No response
7424
Yes, interviewed 9/2/2020 at 4:45
7420
PM
No response
8054
No response
7388
No response
7134

7304
9/3/20
7259
7066
7055
7061
7231
7347
7284
7053
7311
8011
7050
7393

8065
7436
7371
9/7/2020
7408
7106
7351

7099
Yes, interviewed 9/7/2020 at 1:00
8032
PM
No response
7404
No response
7072
Yes, interviewed 9/5/2020 at 3:00
7374
PM
No response 9/8/2020
Yes, interviewed 9/3/2020 at 11:15
7070
AM
No response
7054
No response
8066
Yes, interviewed 9/7/2020 at 2:00
7243
PM
No response
7387
No response
7103
Yes, interviewed 9/6/2020 at 4:30
8146
PM
No response
7083

No response
No response

9/9/2020
7384
7080
No response
8088
No response
7293
Yes, interviewed 9/9/2020 at 5:30
7067
PM, never showed

124

Yes, interviewed 9/8/2020 at 12:00 PM
No response
Yes, interviewed 9/15/2020 at 2:30 PM
No response
No response
No response
No response
No response
Yes, interviewed 9/12/2020 at 10:00 AM
Yes, scheduled 9/9/2020 at 4:45 PM,
forgot, rescheduled and interviewed
9/10/2020 at 3:30 PM
No response
No response
No response
No response
No response

Yes, interviewed 9/10/2020 at 10:30 AM
Yes, interviewed 9/9/2020 at 6:00 PM
No response
No response
No response
No response
No response
Yes, scheduled 9/10/2020 at 5:15 PM,
rescheduled 9/16/2020 at 4:00 PM,
rescheduled 9/18/2020 at 3:00 PM, no
show
No response
No response
No response
No response
No response

9/10/2020

7425
7067
8132
7136

Yes, scheduled 9/17 at 10:30 AM,
rescheduled and interviewed
9/18/2020 at 10:30 AM
No response
Yes, interviewed 9/8/2020 at 12:00
PM
No response

8120

No response

7139
7273

Yes, interviewed 9/15/2020 at 1:00
PM
No response

7294

No response

7036

No response

8031

No response

9/15/2020
8140

No response

7449

No response

7037

No response

7049

No response

7107
7135
7042

No response
Yes, then later decided no
No response

8114

No response

7309

No contact information

7322

No contact information

8098

No contact information

8033

No contact information

7353

No contact information

7338

No contact information

7324

No contact information

8106

No contact information

8122

No contact information
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The researcher contacted the randomized participants using three platforms of
communication: email, phone call, and a text message. Eighteen randomized participants did not
have any contact information even though they were selected for an interview. Twenty-eight
participants were contacted through email, and only two individuals responded that they were
willing to participate, and one individual said they would participate and then later declined.
Thirteen participants were contacted by a phone call, and those individuals who did not answer
when the researcher called, a voice message was left. Only one participant was willing to
participate with 4 other individuals indicating they were not interested, and the remaining
individuals contacted never responded. Seventy-five participants were contacted through a text
message and 26.7% (20/75) indicated they were willing to participate. Of the 20 individuals who
said they were interested, one later declined, being no longer interested, and three individuals
were “no show” for their scheduled interview. Of those three individuals, one individual’s
interview was rescheduled three different times and the other two did not respond to a text
message asking if they were interested in rescheduling. (Refer to Appendix J for more
information).
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Appendix K: Additional Quantitative Results
A second model (Table 8B) was created to predict the academic success of a freshmen
level student, whereby the dependent success variable was not categorized. Success was defined
continuously, the higher the GPA indicated more successful. A backwards multiple linear
regression was used and variables that were significant from the multivariate regression analysis
were included. Three iterations were created, with three emergent variables at the end, representing
that each variable holds some significance in predicting student’s academic success.
The number of credit hours (p = .006) and Grit (p = .034) had a significant association in
predicting a student’s academic success when controlling for the other variables, while Academic
Resiliency had a marginally significant association (p = .058). Due to the slope being positive (B
= .404) with credit hours, this indicated that students who took at least 13 credit hours had higher
final Fall 2020 GPAs, compared to students who took 12 or less credit hours. Academic Resiliency
scores had a significant association with Fall 2020 GPA, in that, students who had higher
Academic Resiliency scores were likely to have a higher final GPA (B = .031) in comparison to
students who had lower Academic Resiliency. However, Grit had a negative association with
students Fall 2020 GPA. Students who had higher Grit scores were more likely to have lower Fall
GPAs (B = -.043). Refer to Table 10B for additional results.
Table 8B: Multivariate Linear Regression: Factors Associated with Predicting Academic
Success (dependent)
B
Unadjusted
Unadjusted
Adjusted
Adjusted
t
P-value
t
P-value
Race/Ethnicity
.027
.195
.846
N/A
N/A
White
Minority
STEM
.091
.618
.537
N/A
N/A
Yes
No
Hours
.407
2.774
.006
2.769
.006**
At least 12
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13+
Academic
Resiliency
Grit

.032

1.931

.055

1.905

.058*

-.042

-2.055

.041

-2.135

.034**

**p<.05, *.05<p<.01; backward regression
Unadjusted R = .274, a. Predictors: Grit, Race/Ethnicity, Hours, STEM, Academic Resiliency; R2 = .075
Adjusted R = .271, b. Predictors: Grit, Hours, Academic Resiliency; R2 = .073
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